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PREFACE

'

This dissertation is the result of
this candidate's internship
at the Counseling Center of the
Universicy of Massachusetts, where he

first came in contact with the Committee
for the Collegiate Education

Of Black Students (CCEBS)

.

At the time, a sizeable number of
Black

students were matriculating on campus.

Because of a continuing interest

in the related areas of self-concept,
ego-image, identification, and

personality formation as begun by Sigmund
Freud, the writer recognized
a need for tutorial and academic counseling
of these often non-conform-

ing special service Black students who,
as of 1966, were beginning to

appear in greater numbers at American colleges and
universities.
was at this time that the HARVARD EDUCATIONAL REVIEW

(39_,

3)

It

carried

the controversial and unsubstantiated article
by Arthur R. Jensen

(University of California, Berkeley), the result of which
added emphasis
to the need for meaningful counseling and course
programming for the

special service Black students from the CCEBS program.
Three and four years earlier than Jensen, respectively, the

Coleman Report

(

1966) and the Moynihan Report (1965), argued that

something other taan the schools affected the measurable disparity
in academic achievement between BlacK, aua wnite students.

At about

that time, the Admissions Office at the University of Massachusetts

reviewed 125 Black applicants and found that only three of the 125

qualified for admission if measured by prevailing college standards
(Turner, 1970).

In 1968, when the possibility of Federal funding

vii

becaine apparent,

the -University of Massachusetts
did a complete

turnabout and accepted all the
remaining, heretofore unqualified.
Black students. Thus, the CCEBS
program v-,s realised, and
substantial
funding was made possible because
of the University’s initial
commitment.
In 1968, this candidate had
completed his internship and had

hoped to secure a counseling position
with the CCEBS program, both

because of the need for continuing
support of his research and a real
interest in what was being planned for
Special Service students.

After a summer of conversations with
Dr. Turner concening the
program, this candidate's position with
CCEBS became a reality when
the anticipated federal grants were
approved.

few White counselors employed.

He was one of the

While working in CCEBS during the

academic year 1969-1970, data were compiled
by the research component.
It became apparent that admission standards
and procedures

which had been developed for the White majority
college student
might not be appropriately applied to Special Service
Black students.
Thus began an intensive search for criteria by which
to admit Special

Service students on merits other than those which would obviously

exclude them.

This search, in essence, is the purpose and scope

of this dissertation.
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ABSTRACT

This dissertation proposes to substantially
increase the under-

standing of Black students* performance in college
in relation to
factors in their lives antecedent to admission.

Its purpose is to

promote increased effectiveness of the admissions
and selection

procedure of Black students.
Correlations between antecedent factors and college performance

measured by grade point average at the end of the first semester
of their freshman year will be identified statistically.

It is believed

that knowledge of this kind will be helpful in identifying potentially

successful Black candidates for admission.

Like other tools of

understanding in the admissions procedure, it must be used flexibly,
assisting in the admissions procedure but not dominating it.
The data from this study should be interpreted and used in view
of certain predisposed factors.

Chief among these factors is the

drive, both by Black people and on behalf of Black people, for equal

opportunity.

In terms of college admission this suggests increasing

the number of Black students in entering classes to the University

of Massachusetts to a figure more commensurate with the percentage of
the Black population of Massachusetts.

Also to be considered in this study is the effect on the non-

Black populacion and on society as a whoie of the Black population's
effort to achieve equal opportunity.

In terms of college admissions

this indicates that criteria especially relevant to entering Black

xii

college freshmen are under
consideration.

Admissions personnel and

higher education professionals
might explore methods to
Incorporate
new curricula, housing arrangements.
Black study centers, tutorial
and financial assistance to
education as needed with the continued

recruitment of Black students.
Empirical data examined in this
dissertation are antecedent,

demographic, and educational variables
describing 74 Black members
of the Class of 1972 and 144 Black
members of the Class of 1973.

These students were sponsored by The
Committee for the Collegiate

Education of Black Students (hereafter
referred to as CCEBS) at the

University of Massachusetts at Amherst for
the academic years 1968
and 1969.

Multiple regression was used to select the sets
of the

above predictor variables which were most
useful in determining

academic success.

Because CCEBS offered a number of special
programs

(see pp. 9 and 10) designed for Black students
to bring them into

equal standing with their White counterparts and
to support the

development and continuation of Black identity, the
generalizability
of the results might be considered appropriate for
similar programs
in progress or to be developed at other institutions.

The results

this dissertation are not intended to provide a method for

the

CCEBS or other such programs to reject Black candidates; its purpose
is to provide more useful criteria by which Special Service students

may be selected.

CHAPTER

I

INTRODUCTION

This dissertation proposes to study the
performance of Black

students at the University of Massachusetts in
relation to certain

demographic and educational factors in their lives
antecedent to
admission to college.

Its purpose in doing so is to develop criteria

to aid in the selection of Black students for
admission.

Performance

of Black students in college will be measured in

terms of grade point averages at the end of the first
semester of

their freshman year at college.

The educational and demographic

antecedent factors studied are the statistically quantifiable data

gathered on every incoming freshman, including such information as
3ge

,

sex, type of high school attended, and size of family.

Significant relationships between these antecedent and demographic data and college CPA will be identified, and conclusions will
be drawn relating to the admission of Black students in

the

future.

The recruitment process of special students is specific to each

college and university seeking candidates throughout the nationa.

Em-

phasis for admission centers around the presence of pride in the

candidates and motivation and desire to learn.

Very often, admission

is open to anyone who qualifies and who has graduated from high school,

or who is 18 years or older regardless of his educational or ethnic

background.

Recruitment, however, is primarily directed at Black

Americans, Puerto Rican Americans, Indian Americans and Mexican
Americans.

Programs aimed at helping minority groups have the

2

Improvement of recruited students'
education, income, ethnic pride,
employment and civil rights as a goal.
Federal grants, foundations
such as The Ford Foundation, and
state assistance combined with
college appropriations are the usual
primary financial sources for defraying the expense of operating
special service, compensatory, tutorial
programs.

One of the keys to the admissions process
is finding "able and

motivated" yet "high risk" members of minority
groups who because of
adverse circumstances might otherwise be unable
to enter college.
Coleman (1966) documented, in his massive
research, details of the

antecedent environment of special service students
prior to entering
college, but his work gives only brief information
on specific needs
of minority students between high school and
college.
»

Another study,

presented an informational paper on the recruitment and

selection of Black students for college.

The February 12, 1968 issue

of the Journal £f Negro Education discusses outdated college
admissions

Procedures, inflexible standards, non—relevant restricted curricula
and rigid policies pertaining to college recruitment.

Porter (1966)
(1968)

,

,

Roberts (1962)

,

Stanley and

Gordon and Wilkerson (1966)

Clark and Plotkin (1963)

,

,

Doermann

and others have done studies on the

use of standardized tests and the col.lege selection process.

In general,

it appears that there is no commonly accepted admissions criteria

specifically applicable to "high risk" Ccu.didates among the colleges
surveyed.

3

A variety of special service programs
for "high. risk." -disadvantaged," students are currently in
existence in over 215 American
colleges and universities (Egerton,
1968b).

Earliest studies of these

special programs were done by Gordon and
Wilkerson (1966) and by

Wilkerson (1967).

These references cover information about
programs

in operation during the period of 1964-1966.

Discussion is primarily

concerned with practices, counseling needs, and
special assistance

measures
More recent reports are being done by The Southern
Educational
Report, in collaboration with the Southern Education
Foundation of

Atlanta, Georgia, on some 13 percent of special college
programs for
the

high risk,

disadvantaged," student.

A documentation of the

success and outcome of the 13 percent of the nation's colleges
has

been done by Egerton (1968a, 1968b), describing the variations and
in programs.

These studies do not offer any conclusive

evidence as to the value of the programs because too many of the
subjects reported in the data are still in college.

The Educational

Assistance Center (New York) is doing another survey describing current
conditions, but it is unfinished and there are as yet no conclusions.

Other studies, still in their formative stages, of the characteristics
of Black college students have been done by Brown and Russell (1964)

Doermann (1968)

,

Beach (1968)

,

Newell (1969)

,

and Wilson (1969)

Nature and Scope of the Problem

Many American colleges and universities, recognizing that the
educational needs of Black American college students are different

4

from those of White students, have
created formal programs for

’’high

risk" Black students, but none seems
to have established empirical
and commonly acceptable criteria,
or a rationale, for admitting

candidates
Two significant questions often raised
are:

students be selected for college?

How should Black

What should be the qualifications

of a student to be accepted into programs
comparable to CCEBS?

Answers

to these questions have clear relevance
to the counseling of

high risk" students, both before admission to the
program and throughout their college academic careers.

There are indications that the success of Black students
in pre-

dominantly li^ite colleges might well be evaluated in light of
their
antecedent experiences.

One measure of college success is the number

of Black students who realize their potential and who achieve
a high

enough grade point average to remain in college.

Low socio-economic

status and race seem to be powerful predictors of future socio-economic
status, school achievement, and performance on standardized tests because
they are expressions of underlying pre-dispositions, conditions, and

experiences which might affect school behavior.
In 1968, the CCEBS program was conceived by three Black University
of Massachusetts professors.

At that time, the University of Massa-

chusetts enrolled 14,087 undergraduate and close to 3,900 graduate
students.

ihere were very few Black students in the student body,

hardly sufficient even to be called "tokenism."

The few American Black

students on campus had either transferred to the University of

5

Massachusetts after having proven
their ability elsewhere, or
they were
as qualified for admission as
the typical White university
student.
The program of The Committee for
the Collegiate Education of

Black students is designed to bring
Black students to college in

order to provide them the opportunity
to become effective architects
of the Black community structure to which community it is hoped
many

graduates of the program will return, to
work for the advancement of
Black people.
The CCEBS program, which is beginning
to demonstrate its longrange effectiveness, contains the means
for achieving this goal.

The

William Edward Burghardt DuBois Department of
Afro-American Studies,
and a cultural center. Mills House, serving over
650 Black students

matriculated on campus, are now realities.
Colleges and universities tend to be success-oriented by
catering
to the needs of students who have completed twelve
years of schooling

prior to entering college, who are financially secure, and who have

conformed or will conform to the style and strictures of the prevailing White middle class culture.

The CCEBS program is demonstrating

that under-prepared, poor, and sometimes non-conforming Black students

can be equally successful whenever Black students have an equal op-

portunity through college acceptance and the availability of appropriate
educational programs.
In the two-year life span of CCEBS, both CCEBS and the University
of Massachusetts have benefitted from more than half a million dollars
in Federal and foundation support.

In addition to the $356,000 Ford
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Foundation grant, further grants of
$132,950 from the Federal Economic
Opportunity Grant Program, $30,000 from
University student funds
allocated by the Student Senate, and
$300,000 from a state appropriation, were realized.

In its first year, the CCEBS
program recruited

125 freshmen, and 185 new freshmen
the following year.

According to

Dr. R. W. Bromery, CCEBS chairman,
the Ford Foundation has called

CCEBS "the best program of its type in the
country," and that "our

retention rate is far above that of similar
programs and

[I]

think

that CCEBS will serve as a model program
for others throughout the

country" (University of Massachusetts News Release,
October 20, 1969).
This dissertation evaluates some of the data pertinent
to "high

risk" Black students.

It is hoped that this study will generate

longitudinal studies which will give the CCEBS program and
similar programs
in other colleges and universities access to admission and
financial aid

procedures and to the prediction of Black students success in coping
'

with their college experiences based on antecedent and demographic
criteria.

While the specific problem addressed in this dissertation is that
of admission criteria for Black candidates for college programs similar
to CCEBS, several other issues are critical to an understanding of the

problem.

In the following discussion these topics are examined.

The effectiveness and value of remedial and compensatory programs
are unproved and in dispute, according to Egerton (1968a).

The many

problems facing Black students and limiting their chances for success
have been a topic of discussion for more than four decades.

The

concept that Black people are biogenetically inferior has more recently
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been brought to the fore by
Jensen (1969).

by Gottesman (1965), Baker

6

This theory has been rejected

Allen (1968), Head, Dobzhansky,
Tobach

6

Light (1968), end Kramer (1969)
in their r-search on "high
risk,"

quota," "disadvantaged" students and
on the biogenetics of race and
class.

There are many suggested reasons
for the problems which tend

to separate the White, middle-class,

fairly well educated majority

culture of America from Special Service
students, a minority to whom
a combination of race, social class
and schooling gives a different

aspect
Ingle (1964, p, 62) states:
The struggle by individuals and groups
throughout the
world for special rights and privileges is
opposed
more strongly than ever before by faith in man's
worth as an individual and in his freedom to
pursue
self-fulfillment and happiness as indispensable goals
of life.

This nation has yet to admit American Blacks to the
ideal of equality

which is a basic premise of American democracy.
Black people might be considered.
is through education.

percent) are Black.

The potentialities of

One of the surest ways of doing this

Of the 203 million Americans, 22.7 million (11

The pride of Black people (both in themselves and

in their culture) has now become a reality.

Segregated, discriminatory

structures which have been unwilling to change are beginning to do so
in order to accommodate Black equality.

could no longe- remain intractable.

They

Our universities and colleges
^.ad

to take into account the

ever increasing needs both for appropriate Black education and for

programs with relevant curricula specifically related to Black students.

Kilson (1969, p. 14) suggested that such programs include the following:
Black migration. Black personality. Black family structures, sociology
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of Black health, deviant
behavior among Blacks, Black
lower class life,
sociology of ghetto education.
Black leadership patterns.
Black formal
voluntary organizations, and the
soclologv of racism.

Black ghetto students are often
Inappropriately classed by I.Q.
tests which reflect the values and
standards of White middle-class
culture.

It Is recognized that Black
students often do not measure up

academically, not because of lack of
Intelligence but because ghetto
families are socio-economlcally and
culturally deprived in the eyes
of the White majority.

The Council of the Society for the
Psychological

Study of Social Issues took Its stance
on this subject (Journal of Social
Issues

.

Summer, 1969, p. 1):
As behavioral scientists, we believe
that statements
specifying the hereditary components of intelligence
are unwarranted by the present state of
scientific
knowledge.
... The evidence of four decades of
research
on this problem can be readily summarized.
There are
marked differences in intelligence test scores when
one compares a random sample of Whites and
Negroes.
What is equally clear is that little definitive
evidence
exists that leads to the conclusion that such
differences
are innate. The evidence points overwhelmingly to
the
fact that when one compares Negroes and Whites of comparable cultural and educational background, differences
test scores diminish markedly; the more
comparable the background, the less the difference.
There is no direct evidence that supports the view
bhat there is an innate difference between members
of different racial groups.

In the search for commonly acceptable criteria for admitting
Black

candidates to college programs comparable to CCEBS, one might reject low

socio-economic status as a predictor since these programs actively seek
individuals who, because of race and cultural differences, are less

advantaged than the typical White student.

In addition, one ought to

accept that the critically important issues of Black identity and the
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search for equality with l^hite
society demand admissions
criteria
which are more than mere reflections
of ^^.ite middle-class standards.
This dissertation seeks to explore
the relationships between antecedent. educational and demographic
variables and college success as

measured by grade point average at the
end of the first semester of the
freslunan year of those students
from the classes of 1972 and 1973 who

are enrolled in the CCEBS program
at the University of Massachusetts.

The salient postulates, features
and goals of the CCEBS program at
the University of Massachusetts
are described on pages

9

and 10.

This study seeks also to contribute to
the development of criteria

suited to Black students and to their success
in remaining in the
program.

Some recommendations for potential improvement
in the

selection process of future candidates might be
expected from this
study.

Postulates and Features of the CCEBS Program at the
University of Massachusetts

1.

Disadvantaged students are more likely to succeed academically if
they avail themselves of the tutorial services offered in the CCEBS
program.

2.

Academic and personal counseling might increase chances of academic
success if such counseling is sought on a voluntary basis.

3.

CCEBS upperclassmen utilized as tutors are a means of bridging the

inevitable gap between White tutors and Black tutees.
4.

Reading and study skills courses available on a voluntary basis
might increase academic success.

10
5.

Recruitment of Black graduate students
to assist In the development
of the CCEBS program might increase
academic success of its students
and assure the survival of CCEBS.

6.

Freshman students might be counseled
to carry no more than twelve
hours of course credit per semester.

7.

Future success and retention of students
is more likely if a "no

flunk
8.

10.

first semester or first year arrangement
is established.

More involvement with other University
departments might be essential
to provide knowledge and realistic
goals for the CCEBS program and

the University.
9.

A Black Studies Department might be established

to offer relevant

Black Studies.
The establishment of a Black cultural center might be
necessary to

provide a social and cultural center for CCEBS.

Goals of The Committee For The Collegiate Education Of
Black Students

1.

Recruit and admit educationally disadvantaged Black students to the

University of Massachusetts.
2.

Help students succeed academically at the University.

3.

Create a new outlook on life.

Help Black students realize that some-

one is interested in them and genuinely eager to open new opportunities.
4.

Establish a commitment among the Black students to return to their communities to further provide assistance to their race and heritage.

5.

Minister to the academic, psychological and social needs of Black
students at the University.

(From CCEBS Research Component, 1969)
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CHAPTER

II

REVIEW OF RELATED LITERATURE
Black American Heritage and Educational
Data
Almost half of all Black Americans are
now under the age of 20.
It is reasonable to believe that
Black youth needs and desires that

to which White youth has access.

Ellison (1970, p. 55) states:

Materially, psychologically, and culturally,
part of
the nation's heritage is Negro American,
and whatever
It becomes will be shaped in part
by the Negro's
presence.
Charles Pinderhughes

,

a Black psychiatrist and assistant
dean of Tufts

Medical School in Boston, states:
The delusion of white superiority and black
inferiority
has been so supported by contrived and
forcible alterations in relationships, in psychology, and
social, economic, political and other cultural institutions,
that
most white Americans and many black ones, do
not perceive their beliefs as delusions.
(Time April 6, 1970, pp. 64-65.)
,

Even if the educational needs of Black students
are different from those
of White students, the needs of both can be served
in the same institution.

To do otherwise might only perpetuate past inequities,
injustices,

and intolerances.

Now is the time to find viable means to educate and

foster an increased number of intelligent and capable
Black leaders who

will alert and sensitize their people to the political
and social
realities of their Black culture and environment.
Black college students who score comparably to their White
counterparts are eagerly recruited, accepted, and supported
by the Ivy League
and Big Ten colleges.

For these Black students, certain factors

12

relative to college-success
performance promise a high
probability of
academic achievement and
future.
Generally, this population
segment
of Black students comes
from the middle class
Black stratum and has
been schooled primarily In
Integrated systems. These
students have
less financial need, and
they have had more
educational opportunities
as well as a more stable
and secure family background.
Definite hope
and faith in a successful
future exists.
In short, these Black
students
resemble their majority hT.lte
middle-class counterparts In
experience
and reference.
If these middle and upper
class Black candidates could
be attracted to State
colleges and State universities,
they might support
the contention (Deutsch,
Katz 4 Jensen. 1967) that they
would help less
fortunate Black students, such as
those in CCEBS, to gain a better
sense
of self Identification by
providing them with Identity models.

According to Clark (1965), Coleman
(1966) and Kozol (1967). educa.
tion on an equal basis Is as much
a necessity to Black individuals
as
It is to any other citizen.

However, a large proportion of Black

students do not receive the same education
as White students.

Clark's

and Coleman's data would Indicate
that the majority of Black students
are receiving inferior education In
many segregated schools, and further.

Kozol's data indicates that the inferiority
of education extends even
to some integrated schools of New
England.

sors

Yet, many university profes-

and administrators still demand that Black
students conform to the

standards of the majority culture of Am.erlcan
college Wlilte students.
In the Louis Harris Poll

(

Time . April 6, 1970), 97 percent of

Black youth interviewed planned to finish
high school, and 67 percent

expected to go to college.

Black student college enrollment has almost
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doubled since 1964. -Nonetheless, only
6.4 percent of United States
under
graduates, or 434,000, are Black
students. According to Tte, halt
of
this number attend Black colleges,
which are mainly located In the
South.

Another source. Kilson (1969) believes
that, perhaps, close to

70 percent of all Black students now In
college are attending predom-

inantly White institutions.

Kendrick (1968) points out, in his report
"The Coming Segregation
of Selective Colleges,

that in 1966 only 0.69 percent of the
population

of New England institutions of higher
education were Black students.
In fact, prior to the beginning of the
University of Massachusetts CCEBS

program, there were more students on the campus
of the University of

Massachusetts from Asia and Africa than there were Black
students from
the communities of Massachusetts (CCEBS Pamphlet,
1970).

Educational Disadvantages of Black Americans

Of the 215 American colleges and universities which have created

formal program.s for

high risk

Black students, none seems to have estab-

lished empirical or commonly acceptable criteria, or a rationale, for

admitting candidates.

Egerton (1968a, pp. 3—4) writes:

The terms "high risk" and "disadvantaged" are used interchangeably to designate students whose lack of money,
low standardized test scores, erratic high-school records
and race/class/cultural characteristics, taken together,
place them at a disadvantage in competition with the
prenonderant mass of students in t^e colleges they wish
to enter.
They are students who are long-shot prospects
for success, but who demonstrate some indefinable and unmeasurable quality - motivation, creativity, resilience,
leadership, person.=ility or v/hat ever - which an admissions
officer might interpret as a sign of strength offsetting
tne customary indicators of success.
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Egerton goes cn-to point out that
there are thousands of
potentially
able Black youngsters who do not
qualify under prevailing standards,
and
cost American colleges have not
yet decided whether they have the
responibility, the skills, the resources,
or the desire to serve them.
Some of the Black students'
problems arise from their peculiar

circumstances.
idiom.

Consider, for Instance, the language
question, the Black

Raspberry (1970, pp. 30-31) states:
The linguists emphasize two things
about ghettoese:
First,
It is the language spoken almost
universally among lowincome black Americans (and understood by
almost all black
Americans), and second, it is consistent
in syntax.
Ghettoese is not slang; The latter is little
more than a onefor-one substitution of nonstandard words for
standard ones.
Nor is it simply mispronunciation of standard
English words.
Ghettoese is not necessarily less precise than
standard
English; in some instances, it may be more precise
than
the standard.

Bressler (1967) discusses the dilemma of Black students
in White

American colleges, emphasizing that a negative connotation
should not
be attached to the characteristics of lower-class
culture, that they
do not indicate either biological inferiority or intrinsic
perversity.

The term "socially disadvantaged" is defined by Gordon and Wilkerson
(1966, p. 2) as referring to;
... a group of populations which differ from each other in
a number of ways, but have in common such characteristics
as low economic status, low educational achievement, tenuous
or no employment, limited participation in community organiza-

tions, and limited ready potential for upward mobility ...
and their children come to the school disadvantaged to the
degr''"' that their culture has fa’’ led to provide them with
the experiences that are "normal" to the kinds of children
the schools are used to teaching.
If it is agreed that it is no longer proper to view higher education

as a privilege, but that it is now a basic right (provided one qualifies).
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then there must be a method
of selecting students to
share in this right.
A new method might, therefore,
be directed to those Black
students who
have been denied a primary and
secondary school education of
a quality
sufficient to enable them to compete
with White students at colleges
and universities.

Dependence of College Success on
Antecedent Variables
There are Indications that the success
or failure of Black students
in predominantly White colleges
might be evaluated in light of
their

antecedent experiences (Deutsch, Kata

S,

Jensen, 1968).

If colleges are

to bridge the gap between the
matriculation and the survival and success

of Black candidates during their college
careers, consideration of ex-

periences antecedent to college might be a
partial solution.

CCEBS

at the University of Massachusetts is
taking these variables into

account.

On success and survival, the incisive
analysis of Kendrick (1967)
can be cited as a means of overcoming the
inequality of education of

Black students.

It recommends bringing into colleges a greatly
increased

proportion of Black students through intensive recruitment
efforts,
substantial financial aid, and relaxation of the admission
standards

now applied to White majority college selection.

According to Miller

and O'Connor (1969), success and survival can be measured by the
number
of Black students who realize their ability potential and who
achieve

high enough grade point averages in college to remain there.

It is

further evident that low socio-economic status and race are powerful

predictors of future socio-economic status, school achievement, and
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performance on standardized tests, because
they are expressions of
underlying predispositions, conditions and
experiences that affect school behavior (Bress'er, 1957, pp. 259-261).

More on the subject can be quoted

from Dreger and Miller (1960, p. A02)
It is naive to assume that the
academic types of intel-

gence tests which have traditionally
been the instruments
of comparison compare in reality
Negroes and whites. Culture
fair or culture free tests are illusory.

The possible effects of values, attitudes,
expectations and opportun
ity are well documented.

Asbell (1963) and Becker (1952) discussed
the

premise that minority group children do not
receive the same education
as their White counterparts because of social
class variations in the

teacher-pupil relationship.

Gibson (1965) stated that standard aptitude tests do not
accurately

measure the abilities of students from outside the White
middle class
majority.

Furthermore, Katz (1964) showed that Black students should

be tested by Black psychometricians to overcome the identity
and threat
crisis.

Rose (1956) in his book. The Negro in America

.

discussed the various

problems and the plight of Black people and documented some possibilities
for dealing with various issues.

A. B. Wilson (1963)

rendered a good

description of the relations of social stratification to the problems
of academic achievement of Black students from depressed areas.

Youth

In the Ghett o (1964) references the characteristics of Harlem Black

students and the possibilities of increasing their opportunities through

Harlem Youth Opportunities Unlimited.
Kvaraceus (1965) and Riessman (1962, 1965) described the need for
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Black teachers who are specifically
trained to Identify with Black
students in the areas of curriculum,
counseling, testing, case work,
health services, job placement, and
community awareness. MacKinnon
(1962) expressed the problem of the
nature and nurture of creative
talents

so often missed In minority cultures
by many educators.

Not only does

research show that the teacher's expectation
of pupils' performance may
serve as an educational self-fulfilling
prophecy, but also that the

psychological dimensions of how the Black student
views himself in terms
of his past experiences and conditioning
reflect strongly on the well-

being of the student.
It is one of Clark's

(1965) hypotheses that the failure of minority

group children to learn adequately can be traced
to the schools and
teachers.

He claims that students could learn regardless
of the school

setting or condition if only teachers would assume that
learning was a

possibility and would then provide the experiences necessary
for Black
students to learn.

In another study, Rosenthal and Jacobson (1966)

demonstrated how the teacher's expectations serve as determinants of
gains in intellectual performance when stepped—
up predictions, at

variance with the actual intellectual competence of the control and
experimental subjects, were ^ven to new teachers.

Cass (1969) expresses

the problem a little differently by stating that most students, both
IJliite

and Black, are unprepared by training or experience to reach

across the lines of cultural differences and to accept each other

easily and naturally.

Each student obviously brings his

oxim

cultural

heritage to college and if he finds himself, indeed, to be in a very
small minority because of race, he is bound to have psychological
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repercussions as was- demonstrated for
the CCEBS Class of 1972 by
the use
of the Alienation Index Inventory
(Turner. 1968).
These problems may have
to be resolved if Black students
are to survive and succeed. Thus,
the

psychological dimensions of Black students
ought to be considered an
integral aspect of success and survival
as well as of academic success.
This dissertation does not attempt to
deal with this issue.
The purpose of this dissertation is to
establish criteria for

evaluating the needs of Black students in order
to insure the success and
survival of Black students at the University
of Massachusetts by using a

commonly acceptable admissions procedure.

It seeks to provide equal

opportunity for high risk, special service students
by establishing
necessary programs - compensatory, tutorial. Black studies,
and counseling
of Black students both prior to and during their
matriculation in college.

Antecedent, educational and demographic variables described on pages 22
and 23 will be analyzed to develop current and long-term practices
and

procedures appropriate to Black Special Service students enrolled at the

University of Massachusetts and at other colleges which have established
or hope to establish similar programs.
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CHAPTER

III

METHODS

Design of the Study
The relationships of the predictor
variables with the predicted

variable, the college grade point average
at the end of the first sem-

ester of the freshman year for the CCEBS
classes of 1972 and 1973, will
be statistically explored.

As a result of student involvement in
demons-

trations at the University of Massachusetts
triggered by the Kent State

affair in the Spring of 1969, students had many
options in electing to

complete or not to complete their course work
for various classes.

Thus

the second semester GPA of the Class of 1973
became of questionable value

when compared with the GPA scores that would have
been obtained during

a

more typical semester and, in the interest of uniformity,
the GPA scores
at the end of the first semester were used for both
classes.

Because of the large number of variables considered in this
study,

statistical techniques will be used to eliminate as many of
the non-significant predictor variables as possible, since it
is extreme-

ly difficult to fit a curve to such a large number of variables.

A sounder

mathematical technique demands elimination of as many non— significant
predictors as possible before attempting curve fitting.
p.

Popham (1967,

Ill) states:
It is possible to have three, four, or even more predictors
in a multiple-regression scheme, but one soon reaches a
point at which the slightly increased prediction precision
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provided by each new predictor variable does
not justify
the additional effort and expense of
including more
predictors.
In most educational situations, little
is
gained by using more than four or five
predictor variables
because of the intercorrelation between these
predictors.
Depending on the nature of the predictor variable,
either the KruskalWallis test or the coefficient of correlation
test will be used to determine
the significance of each predictor variable.

For variables which may be

treated as continuous, such as SAT verbal and math
scores, I.Q. scores,
and high school percentile rank, the coefficient
of correlation between

each of these variables and the GPA will be calculated.
For variables which are clearly dichotomous, such as sex,
the

will be used.

t

test

Popham (1967, p. 130) states:

The t test is used to determine just how great the difference
between two means must be in order for it to be judged
significant, that is, a significant departure from differences which might be expected by chance alone. Another way
of stating the function of the t test is to assert that,
through its use, we test the null hypothesis that two group
means are not significantly different, that is, the means
are so similar that the sample groups can be considered to
have been drawn from the same population. The reader
should be reminded that, because a mean difference is
"significant," it is not necessarily a meaningful or
important mean difference. Other factors, such as how
great the mean difference is, must be used to judge the
importance of any statistically significant event.
For discontinuous variables which divide the subjects into three or

more groups, such as hometown, the Kruskal-Uallis test will be used.

Popham (1967, p. 311) writes:
The Kruskal-Wallis one-way analysis of variance by ranks
is designed to test the null hypothesis that several independent samples are drawn from the same population. This
test, then, is basically designed to test for differences
between three or more groups when the data involved are
capable of being ranked.
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Colleac and najpr

v-ere

omitted from the list of
variables to be

studied sinoe they are neither
antecedent nor demographic.

High school

GPA was omitted from the list
of variables because high
school percentile
rank is included.
The relationship of the predicted
variable with the renaining predictor variables will be deterrrined
with the aid of multiple regression
techniques.

Data for all the antecedent variables
were not available for

about 40 subjects.

IVhenever data for one or more of the
predictor variables

deemed to be significant from the
preliminary screening were missing for
a given subject,

analysis.

this subject was not used in the multiple
regression

The amount of missing data was not large
enough to justify an

attempt to generate most likely values for
it.

Because of the missing

data, the results are generalizable only to
the subjects used and are not

necessarily representative of all the subjects
involved in the CCEBS
program.

Subj ects

The CCEBS enrollment of the Class of 1972, 47 females
and 27 males,
and of the Class of 1973, 65 females and 79 males, was used
as the sample
for whom data were analyzed.
the following sources:

Data for these subjects were compiled from

University and CCEBS questionnaires, the CCEBS

interview schedule. Student Evaluation Forms, Modified Form of the Semantic Differential Scale, The Alienation luuex Inventory, Survey of Student

Career opinions and Decisions, The Student Preference Schedule, Warner,
Meeker, Eells’ Occupational Scale, high school records, the University
of Massachusetts admissions applications, and other University records.
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the

s^UsMcal.

analysis of

a control-ccparlscn
group.

UUs iisse^aUon

does no. provide
io.

Such a group was
unavailable.

The .ost

reasonable s.atlsUcally
sound conrrol group
would have been a group
ol
Black s.udencs drawn
frc„ the sa^e population
segment as the CCEbS
group.
but to whom the
special services of the
CCEBS program would
have been
denied. Since such a
comparison sample of students
would normally be
denied admission except
through the CCEBS program,
it would have been
necessary to look to the
university population as a
whole for a control
group, however, any
conclusions that could have
been drawn from a random
sample of the general
university population would
have been of no value
because of the class difference
between
ut=Lween cne
the CCEBS
CCFR9 c^
a
students
and the general
university population.
i-

Demographic Predictors (Operational
Definitions)
The following demographic
antecedent variables will be used:
1. Age of subjects Increments of one year will be
used.
2.

Sex of subjects.

3.

Hometowns of subjects - Subjects
will be divided into nine groups
according to whether they come from
Boston. Cambridge. Dorchester.
Springfield
and Holyoke. Pittsfield. New
Bedford, and Worcester, other areas
in

Massachusetts, and out-of-state.

The latter two categories were not

further subidlvided because of the
small number of students involved.
4.

Number of brothers - In increments of one.

5.

Number of sisters - In increments of one.

6.

Fathers’ occupation - the Warner, Meeker,
Eells' Revised Scale for
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Rating Occupations (see
Appendix) will be used to
divide the subjects
according to their fathers'
occupation.
7.

Mothers' occupation - the Warner.
Meeker, Eells' Revised Scale
for
Rating Occupations will be used
to divide the subjects
according to
their mothers' occupation.

Educational Predictors (Operational
Definitions)
1.

Type of high school attended Four categories of high schools
will
be considered: technical,
co^terclal. college preparatory, and
private

2.

High school percentile rank Percentile rank. In Increments of
1%,
treated as a continuous variable.

3.

College Board Scholastic Aptitude Test
(SAT), verbal - Scores will be
founded to the nearest ten units and treated
as a continuous variable.

A.

College Board Scholastic Aptitude Test
(SAT), math - Scores will be
rounded to the nearest ten units and treated
as a continuous variable.

5.

Intelligence Quotient - Highest intelligence
quotient, in increments
of one, regardless of test on which it was
achieved, will be treated
as a continuous variable.

6.

Number of years of foreign language studied in high
school

- The total

number of years of foreign language, in increments
of one year, will
be used.
7.

Highest level of high school math studied

-

Subjects will be divided

into nine groups according to whether arithmetic or business math.

Algebra

I,

Geometry, Algebra II, Trigonometry, Algebra III, or

Calculus was the highest level of math studied.

The eighth and ninth

categories were for those subjects who studied no math in high school
or who did not know their highest level math course.
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8.

Highest level of high school
science studied - Subjects
will be divided into four groups according
to whether General Science.
Biology.

Chemistry, or Physics was the
highest level of science studied.
9. Participation in high
school sports - Subjects will
be divided into
two groups depending on
whether or not they participated
in high
school sports.
10. Participation in high
school government - The subjects
will be div-

ided into two groups according
to whether they did or did
not

participate in elected high school
government.
11. Participation in high school
service organizations - Subjects will

be divided into two groups according
to whether or not they did

participate in high school service
organizations.
12. Participation in high school
social organizations - Subjects will
14.
be divided into two groups according
to whether or not they partic-

ipated in high school social organizations.
15.
13. Participation in high school journalism
or yearbook - Subjects will

be divided into two groups according
to whether or not they partic-

ipated in high school journalism or yearbook.

Participation in high school debate or speech - Subjects
will be
divided into two groups according to whether or not they
participated
in high school debate or speech.

Participation in high school language clubs - Subjects will be
divided into two groups according to waether or not they participated in high school language clubs.
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16. Participation In high
school music and art clubs Subjects will be

divided into two groups according
to whether or not they
participated
in high school music and
art clubs.
17. Participation In high
school dramatics - Subjects will
be divided

Into two groups according to
whether they did or did not
participate
in high school dramatics.
18. Participation In high school
science or math clubs - Subjects
will

be divided Into two groups
according to whether they did or did
not

participate in high school science or
math clubs.
19. Participation in other high
school academic organizations Subjects

will be divided into two groups according
to whether they did or
did not participate in other high
school academic organizations.
20. Participation in high school
pre-professional clubs - Subjects will

be divided into two groups according to
whether they did or did not

participate in high school pre-professional clubs.
21. Participation in high school community
services - Subjects will be

divided into two groups according to whether they
did or did not
P^J^blcipate in high school community services.
22. Participation in high school Afro-American or
Black Studies -

Subjects will be divided into two groups according to whether they

did or did not participate in high school Afro-American Studies.

Significance of Individual Variables

The pooled variance model, which is the most sensitive form of the
t

test, will be used where possible for those variables that are non-

continuous in nature.

This model requires that there be no statistically
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significant difference in variance
of the two groups tested.
This will
be checked with the F test.
If the F test shows the
variances to be
different at .20, the separate
variance model t test will be
used. The
formula for t, using the
pooled variance model, is:

where

and

are the means of the two groups,

first group, X

2j

is the

is the jth value

value in the second group, and n^

and n 2 are the number of subjects
in the two groups.
The formula for

t

using the separate variance model is:

X
2

t

1/2

+
^1

Correlation coefficients were not used for clearly
dichotomous
variables because:
... lit] directly implies the normal distribution of the
dichotomized variable. Departures from normality, if
marked, will often lead to very erroneous estimates of
correlation. With bimodal distributions, for example,
it is possible that r will prove to exceed 1.0.
Bimodal and other nonnormal distributions are most likely
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to occur in. heterogeneous
samples- for example

L Lir
p.

in

^ =lgnl£lca„r:^x dlHerence
Included in a sample.
(Guilford, 1956,

3000

As expecced, the product-moment
coefiicient of correlation between
the college GPA and each
continuous Independent variable will
be calcul
ated. The formula for r, the
product-moment coefficient of correlation
is

r
»

1/2

where
Yj

is the value of the independent variable
for the

subject,

is the value of the dependent variable
for the j^h subject, and n is

the number of subjects.

The Kruskal-Wallis test will be used for those
non-continuous

independent variables that divide the subjects into more
than two groups
This one-way analysis of variance by ranks is a method
of testing the

null hypothesis that several independent samples
are taken from the
same population.

It is designed to test for differences between three

or more groups when the data being treated are capable of
being
ranked.

The formula for the Kruskal-Wallis test is:

^ “

12
n[n+l]

[R^/n.] - 3[n+l]
J
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where

Is the number of subjects in the

of the ranks of the data in the

j'^*'

group, and

is the sum

group.

The Kruskal-Wallis test, rather
than the coefficient of
correlation
that would normally be expected,
was used in order to avoid problems
re-

lated to unequal size of groups and to
avoid the assumption of equality
of variance of the groups.
Furthermore, the use of ranked data
does
not result in a loss of real
information since GPA is based on academic

performance in different courses.

Thus seemingly equal differences
in

GPA do not measure equal differences
in college performance.
Expected Results and Potential Interpretations
It is not expected that Black students
in the 23 to 28 age group

will perform better in college than the
younger students.

Students who

have spent time in nonacademic activities between
high school and
college admission are expected to have become
otherwise involved and

negatively conditioned against a college opportunity
or experience.
According to Bayer and Boruch (1969, p. 16);
^ij^st-time, full-time black students tend to be older
than their nonblack counterparts
11 percent of black
students and 6 percent of nonblack students are age 20
or older.
Similar age differentials between the racial
groups exist for both sexes.

—

It is expected that female Black students will perform better
than

males.

There is some evidence which suggests that this expectation is

based upon the matriarchal nature of Blacic society and the consequent

higher motivation level of females to succeed.

Chances are that

females have carried more responsibilities and obligations within their
families, giving them a greater sense of importance and need of
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achievement (McCleUand, 1955; Moynihan.
1965; Jeffers. 1967).
It is expected that with the
sample size of this study, any
ef-

fect on GPA due to students'
different hometown origins will not
be

strong enough to be statistically
significant.

Research by Bayer and

Boruch (1969. pp. 17-18) further
indicates that most of the Black
college
population comes from large cities, as
opposed to the White population:

Proportionately more than twice as many of
the Black
students (31 percent) than of the
nonblack students
U3 percent) reported they grew up in a large city.
Proportionately more of the nonblack students
grew up
in suburban areas or on a farm.
Black students were
also substantially more likely to
report their home
state in the southern part of the United
States (42
percent) as opposed to the nonblack
students (18
percent)
It is expected that with the sample
size of this study, any effect

of number of brothers on college GPA

will not be strong enough to be

statistically significant.
It is expected that with the sample size
of this study, any effect

of number of sisters on college GPA will not
be strong enough to be

statistically significant.
It is expected that students whose fathers’
occupations are in the

upper portion of the Warner, Meeker, Kells' Scale for Rating
Occupation

will do better than those students whose fathers’ occupations
are in
the lower portion of the scale.

Those students whose fathers are un-

employed or absent will achieve lower college GPA’s.
Bayer and Boruch (1969, p. 28) state:

More than one-third (35 percent) of the black students
had fathers in semi-skilled or unskilled occupations;
among nonblack students, less than 12 percent of the
fathers were in semi-skilled or unskilled positions.
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It Is expected that those
subjects whose mothers' occupations
are

in the upper portion of the
Warner, Meeker, Eells' Scale for
Rating

Occupation will succeed better In college
than those subjects whose
mothers' occupations are in the lower
portion of the scale. This could
be due to the fact that a professional
mother is more likely to provide
a home atmosphere that Is conducive
to college success (Jeffers,
1967;
Bloom, ^al., 1965, pp. 69-71).
It IS expected that Black students
who have graduated from college

preparatory or general high schools will have
greater college academic
success than students who have graduated
from technical, trade or

commercial schools.

Similarly, Black students from private schools

could have a greater chance for college academic
success because of

pre-disposed advantages.

Failure to achieve the above results could

be due to Black students not having had an
equal opportunity within the

high school setting.
Bickel (1970, p. 32) states:
The best figures available (as of February, 1970) indicate
that only some 23 percent of the nationwide total of more
than six million Negro pupils go to integrated public
schools. About half the total of more than six million
Negro pupils are in the South, and there the percentage
of Negroes in school with whites is only about 18.

High school rank is the most often cited educational statistic for

predicting college success in educational literature.

Those Black

students graduating in the upper portion of their high school class
are expected to have more college success than those graduating in the

lower portion of their class.
It is not expected that the effect of SAT verbal score on college
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GPA vlll be strong enough to
be statistically significant.

However, It
is expected that the SAT
math score will be a stronger
predictor of’

college success for those students
who have completed three or
more
years of high school math, as
opposed to those who have completed
one
or no years of math because
Black culture has not been
predisposed to
dealing with cognitive and
abstract concepts (Deutsch, et
1967;
,

Ausubel, 1964; Gagne, 1967; Gordon
S Uilkerson, 1966; and
John, 1967).
It is expected that In this
sample any effect of l.Q. score
on

college GPA will not be strong enough
to be statistically significant
because standardized and Individualized
l.Q. tests are relevant only
to the White majority middle
class culture.

Fantini (1970, p. 60)

tells us:

The present heavy emphasis on cognitive
subject matter
must be at least tempered with materials
that bear some
relevance to the students* lives and with
newer kinds
of content and procedures that will help
students to
answer deep personal concerns and often to
rediscover
their own integrity. Curriculum that
represents an
alien culture must be revised. Evaluative
criteria
must include ways of judging student abilities
other
than middle— class— weighted verbal means.
For the sample under study, it is not expected
that any effect of

high school language study on college GPA will be
strong enough to be

statistically significant.

Possibly because many Black students are

not encouraged to take foreign languages in high school,
and, if they
do, their culture and ghettoese dialect negate

significance.

any measurable

Sledd (1969, pp. 1307-131 p; states:

Obligatory bi— dialectalism for minorities is only another
way of making blacks behave as whites would like them to.
It is unnecessary for communication, since the ability to
understand other dialects is easily attained.
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Because, as some studies
Indicate, there Is a lack
of abstract,
rational, objective discipline
within some areas of Black
culture. It
can be expected that passing
three or more years of high
school math
or science study will have
a sufficiently strong
effect on college
GPA to be statistically
significant (Deutsch. et al
1967; Ausubel.
. .
1964; Gagne. 1967; Gordon S
Wllkerson. 1966; and John.
1967).
It is expected that Black
students who participate In high
school

sports, student government, school
service. Journalism or yearbook,
debate, speech, language clubs,
pre-professional, or ocher academic
clubs, or In community service,
will be more successful In college
than those who do not participate
because they will have a greater

ability to communicate with those
around them.

Black students who

have done community service can
better empathize and relate with their
own culture as well as with non-Black
cultures and problems surrounding
them.

Black students who have had Afro-American
or Black studies in
high school are expected to have greater
academic success in college

because they have a better sense of their
own culture and therefore of
self-value.

Smith (1970, p. 767) tells us:
It is a difficult assignment to formulate
Afro-American
programs that (a) are relevant, (b) combat racism,
(c)
have academic status, (d) inform black students of
their
heritage, (e) provide black students with a new sense of
awareness, (f) are predominantly designed, administered,
and taught by black instructors, (g) are not cathartic
or
therapeutic for whites while at the same time boring for
blacks, (h) are properly supported financially, (i) provide
for vocational application, and (k) aid blacks in solving
the problems affecting them in contemporary society.
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It might be expectedthat Afro-American or
Black studies which
satisfy

any of the above requirements
should have a positive
effect.
Specific Statistical Tests
and Null Hypotheses
1*

Effect of age.
The subjects will be divided
Into age groups In
Increments of
one year. The Kruskal-Wallls
test will be applied to the
GPA of
the resulting groups.

Null Hypothesis:

There Is no difference In the
college GPA of

Black students on the basis of
age.
Effect of sex.
Let group

1

be the males and group 2 the
females.

The

t

test

will be used on the GPA of the
resulting groups.
Null Hypothesis:

There Is no difference In the college
GPA

of Black men and Black women.
3.

Effect of different hometowns.
The subjects will be divided Into
nine groups, according to hometown origin, as listed on page 22.

The Kruskal-Wallls test will be

used on the resulting groups.

Null Hypothesis:

There is no difference in college GPA for

students from different hometowns.
A.

Effect of number of brothers.
Let group 1 be those subjects who have no
brothers, group

those that have one brother, group
and group

4

3

2

be

be those that have two brothers,

be those that have three or more brothers.

This divides
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the subjects into four
groups of approximately
equal site.

The Krushal-wallis test will be applied
to the GPA of the
resulting groups.
Null Hypothesis:
There is no difference in
college GPA for
subjects with different numbers
of brothers.
5.

Effect of number of sisters.
Let group 1 be those subjects
who have no sisters, group
those that have one sister,
group

3

2

be

be those that have two
sisters,

and group 4 be those that
have three or more sisters.

This divides

the subjects into four groups
of approximately equal size.

The

Kruskal-Wallls test will be applied
to the GPA of the resulting
groups
Null Hypothesis:

There is no difference in college
GPA for

subjects with different numbers of
sisters.
Effect of fathers’ occupation.
The Warner, Meeker, Eells’ Revised
Scale for Rating Occupation

will be used to divide the subjects into
seven groups according to
the fathers’ occupation.

The Kruskal-Wallis test will be performed

the GPA of the resulting groups.

Null Hypothesis:

There is no difference in the college GPA of

Black students on the basis of fathers’ occupation.
7.

Effect of mothers’ occupation.
The Warner, Meeker, Eells’ Revised Scale for
Rating Occupation

will be used to divide the subjects into seven groups
according to
the mothers’ occupation.

The Kruskal-Wallis test will be performed

on the GPA of the resulting groups.
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Null Hypothesis;

There is no difference
in the college GPA
of

Black students on the basis
of mothers' occupation.
Effect of different type high
schools.

8.

Let group

1

be those subjects that
graduated from a technical

high school, group

2

be those subjects that
graduated from a com-

mercial high school, group 3 be
those that graduated from
a college
preparatory or general high school,
and group 4 be those subjects
that graduated from a private
school.

The Kruskal-Wallls test will

be applied to the GPA of the
resulting groups.
Null Hypothesis:

There is no difference In college
GPA for Black

students from different type high
schools.
9.

Effect of percentile rank in high
school.
The coefficient of correlation
between high school percentile
and college success will be calculated.

If a correlation coefficient

is obtained indicating that high
school rank is significant at .10

or better, then percentile tank in high
school will be Included in
the multiple regression.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of their high school
rank.
10. Effect of SAT (College Board Scholastic
Aptitude Test) verbal score

The coefficient of correlation between SAT verbal
score and

college success will be calculated.

If a correlation coefficient

is obtained indicating that the SAT verbal score is
significant at
•

or better, then SAT verbal score will be included in the

multiple regression.
Null Hypothesis;

There is no difference in college GPA of
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Black students on the basis
of SAT verbal score.
11. Effect of SAT (College
Board Scholaatlc Aptitude
Test) oath score.

The coefficient of correlation
between SAT math score and
college success will be calculated.
If a correlation coefficient
Is obtained indicating
that the SAT math score is
significant at
.10 or better, then SAT math
score will be Included in the
multiple

regression.
Null Hypothesis:

There is no difference in college
GPA of

Black students on the basis of
SAT math score.
12. Effect of highest I.Q.
score.

The coefficient of correlation
between I.Q. score and college

success will be calculated.

If a correlation coefficient
is obtained

indicating that highest I.Q. score is
significant at .10 or better,
then highest I.Q. score will be
Included in the multiple regression.
Null Hypothesis:

There is no difference in college GPA
of

Black students on the basis of highest I.Q.
score.
13. Effect of foreign language study.

The subjects will be divided into groups
according to number
of years of any foreign language taken in
high school, in increments
of one year.

The Kruskal-Wallis test will be applied to the GPA

of the resulting groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of amount of foreign language
study
in high school.

37

lA. Effect of high sehool
math study.

The subjects will be
grouped according to highest
math studied,
into nine groups, as listed
on page 23. The
Kruskal-Wallls test
will be applied to the GPA
of the resulting groups.

Null Hypothesis:

There Is no difference In
college GPA of

Black students on the basis
of highest math studied In
high school.
15. Effect of high school
science
study.

The subjects will be grouped
Into four groups according
to
highest level of science studied
(general science, biology,

chemistry, physics).

The Kruskal-Wallls test will be
applied to

the GPA of the resulting
groups.

Null Hypothesis:

There is no difference in college
GPA of

Black students on the basis of high
school science study.
16. Effect of participation
in high school sports.
17.

Let group 1 be those subjects that
did not participate in sport

and let group 2 be those subjects
that did participate in sports.
The

t

test will be applied to the GPA of the
resulting groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation
in high school sports.
Effect of participation in elected high school
student government.
Let group 1 be those subjects who do not
participate in elected

student government and let group

2

be those that do.

The

t

test

will be applied to the GPA of the resulting groups.
Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation in elected
high school
student government.
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18. Effect of participation in high
school service organizations.

Let group 1 be those subjects who
did not participate in school

service organizations and let group

2

be those who did.

The t test

will be applied to the GPA of the
resulting groups.
Null Hypothesis:

There is no difference in college GPA
of

Black students on the basis of participation
in high school service
organizations.
19. Effect of participation in high school
social organizations.

Let group

1

be those subjects who did not participate
in high

school social organizations and let group
t

2

be those who did.

The

test will be applied to the GPA of the resulting
groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation in high school
social

organizations
20. Effect of participation in high school journalism
or yearbook.

Let group

1

be those subjects who did not participate in high

school journalism or yearbook and let group
t

2

be those who die.

The

test will be applied to the GPA of the resulting groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation in high school

journalism or yearbook.
21« Effect of participation in high school debate or speech.

Let fetoup

1

be those subjects who did not participate in high

school debate or speech and let group

2

be those who did.

The

test will be applied to the GPA of the resulting groups.

Null Hypothesis:

There is no difference in college GPA of

t
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Black students on the basis of
participation In high school
debate
or speech.
22. Effect of participation
in high school language clubs.

tec group

1

be those subjects who did
not participate In high

school language clubs and let group

2

be those who did.

The

t

test

will be applied to the GPA of
the resulting groups.
Null Hypothesis:

There is no difference In college
GPA of

Black students on the basis of
participation in high school
language clubs.
23. Effect of participation in
high school music and art clubs.

Let group

1

be those subjects who did not
participate in

high school music or art clubs and let
group
The

t

2

be those who did.

test will be applied to the GPA of the
resulting groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation
in high school

music and art clubs.
24. Effect of participation in high school
dramatics.

Let group 1 be those subjects who did not participate
in

high school dramatics and let group

2

be those who did.

The

t

test will be applied to the GPA of the resulting groups.

Null Hypothesis;

There is no difference in college GPA of

Black students on the basis of participation in high school
dramatics.
25. Effect of participation in high school math or science clubs.

Let group 1 be those subjects who did not participate in high

school math or science clubs, and let group

2

be those who did.
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The

t

test will be applied to the
GPA of the resulting
groups.

Null Hypothesis:

There Is no difference In
college GPA of

Black students on the basis of
participation In high school
math or science clubs.
26. Effect of participation In
other high school academic clubs.

Let group

1

be those subjects who did not
participate In

high school academic clubs and let
group
t

2

be those who did.

other
The

test will be applied to the GPA
of the resulting groups.

Null Hypothesis:

There Is no difference In college GPA
of

Black students on the basis of
participation In other high school

academic clubs.
27. Effect of participation in high
school pre-professional clubs.

Let group

be those subjects who did not participate
in high

1

school pre-professional clubs and let group
The

t

2

be those who did.

test will be applied to the GPA of the resulting
groups.

Null Hypothesis:

There is no difference in the GPA of Black

students on the basis of participation in high school
pre-

professional clubs.
28. Effect of participation in community service
during high school.

Let group

1

be those subjects who did not participate in com-

munity service while in high school and let group
The

t

2

be those who did.

test will be applied to the GPA of the resulting groups.

Null Hypothesis:

There is no difference in college GPA of

Black students on the basis of participation in community service
during high school.

29. Effect of high school
Afro-American or Black studies.

Let group 1 be those subjects who
have not taken Afro-American

or Black studies during high school
and let group
have.

The

t

2

be those who

test will be applied to the GPA of
the resulting groups

Null Hypothesis:

There Is no difference In college
GPA of

Black students on the basis of participation
In high school Black
Studies

Multiple Regression Technique
The linear relationship between one predicted
variable and sev-

eral predictor variables in combination is a
multiple regression.

Mul-

tiple regression is a statistical technique which
questions data to find

important relationships between the predicted, or
criterion, variable
and a set of predictor variables.

It finds the combination of weights

of predictor variables which most closely predicts the
criterion

variable.

Predictor variables are "weighted” unequally depending on

their relative relationship to the criterion variable.

The combination

of predictor variables, their weights (a constant for each variable),

and the predicted variable are the components of a multiple regression
equation.

Thus,
'‘j

where

"

2:^i'‘ij

is the predicted GPA for the

the i^^ predictor variable for the

assigned to the i^^ variable.

j*-^

subject,

is the value of

subject, and a^ is the weight

Since it is necessary to allow for the

possibility of a constant term in the regression equation,

is set = 1.
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The entire multiple regression
problem reduces to finding
that
combination of a^^'s that causes the
predicted GPA to be "closest"
to
the actual G?' for the entire
sample. The criterion tor
"closest fit"
is the standard least square
criterion,
i.e. that

-

be minimum.

£(Y - Yj)2,

In the above equation, Y^ is the
actual GPA tor the jth

subject, d^ is the sum of the squares
of the deviations between the

actual value of GPA and that calculated
from the regression equation
and

retains its meaning from above.
No difficulty IS expected in the
ensuing derivation for those pre-

dictor variables that are continuous.

Some difficulty in the above

formulation might be expected for those variables
that are dichotomous.
The latter can be treated with the aid of
the Kroniker Delta, as shown
in the following example.

One of the variables used in the study is sex.
to Y.

from the sex variable then becomes

The contribution
male, where a.
sex

is the difference in the sex contribution for males
and females and
Kroniker Delta.

The Kroniker Delta, 6^

^

,

is defined

to be zero unless r equals s and is defined to be unity when
r equals
s,

where r and

s

are dummy variables.

subject is male, the
female, then

will be unity.
will be zero.

<5

j

In the above example, if the
If the jth subject is

This treatment can be generalized

,male

to all continuous variables,

into more than two groups.

including those that divide the subjects
The use of the Kroniker Delta in place of a
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continuous variable will not affect
the ensuing treatment.

xy

The notation

will be kept tor the value of the I'h
variables for the

with the understanding that the

ters,

subject

"variable" can now refer to
both

continuous variables and Kroniker
Deltas.
The expression to be minimized
is

d^ = E(Yj-Yj)2.

Inserting the multiple regression
expression for Yj

,

one obtains

Ea^x^j)2

Standard mathematical technique for adjusting
the values of the
to make d^ minimum requires that the
expression for d^ be differen-

tiated with respect to each of the a^ and the
derivatives be set to equal
zero.

The resulting set of n linear equations is
then solved for the

a^ using the usual techniques of matrix
algebra (Hohn, 1965).

The set

of equations may be expressed as

CA = S,

where C is the coefficient matrix, A is
the column vector of regression
coefficients, and

S

is a column vector of constants.

The coefficient matrix is computed as follows:
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N

ZXij

IX2j

•ejij

^*ij

X cs

1X3^

1X33X13

IX3J

...

^^lj^2j

EX13X33

^‘2j

^^ 2 j^

^^ j^
3
2j

3j

.

..

• • •

1X

X

33 „3

•

X

,

2j nj

2

3j

. .

Zx- X
->j

...

nj

rx^j

where the summations are carried out over all
subjects for whom data
are available, n is the number of variables
treated and where x

ij

retains its meaning from above.
The column vector of constants is generated as
follows:

lY

S =

DC

Y
j

where Y is the GPA of the

th
j

subjects and where the summations are carried
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out as for C.

'

When the matrix equation is premultiplied
by the inverse of C,
one obtains:

A = C

is the inverse of C.

S

,

where C

^

The regression coefficients so obtained were
then

used to calculate predicted GPA for each subject.
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CHAPTER

IV

RESULTS

Significance of Individual Variables
This section will be concerned with
the results of tests carried
out on all variables for which data
were available.

Data on high school

percentile rank, participation in music or
art clubs, drama clubs, math
or science clubs, other academic clubs,
pre-professional clubs, community

service, and Black Studies were unobtainable
for the Class of 1972.

Since high school percentile rank was
expected to be an important variable,
the data for the two classes were treated
separately.
In each case where a

t

test was performed, a preliminary check of

the variances for both groups was carried
out.

similar in only a few cases.

variance model

t

The variances were

This necessitated the use of the separate

test.

Although age, number of brothers, number of sisters, and
total
years language were incremented in units of one

and, thus, were not

continuous, they could be treated as continuous variables.

For this reason

the coefficient of correlation between each of these and GPA
was cal-

culated, in addition to carrying out the Kruskal-Wallis test.

This was

done in order to provide additional confirmation of results obtained.
In each case waere the two tests were carried out, on the same variable

for the same class, the same degree of significance was obtained.

Tables la and lb give a complete listing of the results of the

preliminary statistical tests for both classes.
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Table la

Significance of Individual Variables,
Class of 1972

t

Variable
Sex

N

tests

Mean

Variance

_t

Male
Female

26
47

2.000
1.830

0.5146
0.4992

1.5454*

yes
no

39

28

1.856
1.921

0.2994
0.2921

0.4260

Sports

Stud.
gov.

yes
no

29
35

1.900
1.874

0.2329
0.3631

0.1895

School
service

yes
no

14
51

1.871
1.900

0.3284
0.2972

0.1670

School
social

yes
no

36
30

1.883
1.917

0.3431
0.3166

0.2352

Yearbook

yes
no

35

1.911
1.876

0.2840
0.3355

0.2535

29

yes
no

1.700
1.902

0.1525
0.3265

1.3342*

55

yes
no

21
45

1.933
1.877

0.2362
0.3268

0.4083

H

N

Debate

Lang.
clubs

9

Kruskal-Wallis Tests
Variable

df
(number of)
(groups -1)

age

6

3.9742

70

number of sisters

6

5.3992

68

number of brothers

5

3.1204

70

fathers' occupation

6

3.1700

70

mothers' occupation

6

6.3901

69

48

6.8665*
Variable

df

(number of)
(groups -1)

years foreign language

number years science

hometown
type high school

highest math studied

7

6.9382

3

70

**

7

5.5688

71

3

3.6436

71

8

6.8211

69

Coefficient of correlation with CPA
Variable

*P<.10
**P<.05

71

N

SAT verbal

68

0.0746

SAT math

68

0.2404

IQ

48

0.0221

age

71

0.1335

number of sisters

69

0.0762

number of brothers

70

0.0644

years foreign language

70

0.0783
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Table lb

Significance of Individual Variables,
Class of 1973

t

Variable
Sex

tests

Mean

Variance

Male
Female

65

1.637
1.571

0.7906
0.5343

0.4884

yes
no

86
57

1.669
1.484

0.5728
0.7689

1.2990*

yes
no

21

gov.

123

1.576
1.612

0.5889
0.6885

1.7275**

School
service

yes
no

119

1.836
1.559

0.6225
0.6718

3.3508tt

School
social

yes
no

17
127

1.741
1.589

0.8663
0.6475

2.3356***

Yearbook

yes
no

12

1.700
1.598

0.7546
0.6670

2.0782

132

yes
no

1.360
1.616

0.5730
0.6753

0.5691

139

Math &
Science
clubs

yes
no

1.900
1.603

0.3600
0.6730

2.2053**

142

Other
academic
clubs

yes
no

13
131

1.369
1.631

0.6506
0.6706

0.6064

Pre-prof. yes
clubs
no

13
130

1.515
1.626

0.5814
0.6680

1.2987*

9

Sports

Student

Debate

Comm.

79

25

5

3

yes
no

135

1.411
1.620

0.8811
0.6595

0.7255

service
Black
studies

yes
no

10
132

1.700
1.606

0.7067
0.6831

1.3507*

Drama

yes
no

18
125

1.528
1.606

0.8362
0.6568

1.1600
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Variable

m

,

Mean

Variance

t

Lang.
clubs

yes
no

10
134

1.720
1.606

0.2484
0.7034

2.4899***

Music &
art
clubs

yes
Ab

37

105

1.657
1.588

0.8425
0.6272

2.2053t

Kruskal-Wallis Tests

Variable

H

N

(number of)
(groups -1)
age

5

8.2628

144

number of sisters

6

9.5582

140

number of brothers

6

6.2609

145

fathers’ occupation

7

11.4703

141

mothers’ occupation

7

6.5778

142

years language

6

years science

3

math study

6

type HS

3

3.5095

140

hometown

8

8.4392

143

15.8107**

141

4.0336

139

15.3473***

Coefficient of correlation with GPA

Variable

N

_r

age

1A4

•

1019

number of sisters

140

•

1262

number of brothers

145

years language

141

SAT verbal

103

* • 0181
•

1547**

-.0201

139

51

Variable-

N

SAT math
IQ

high school rank

_r

101

-.0769

7A

-.0361

117

.3025t

*P<.10
**P<.05
***P<.025
ttP<.005
tP<.01

As expected from previous work cited
(Bayer and Boruch, 1969),

null hypothesis

1

(age) could not be rejected at the .10
level with

the given subjects for both the Class of
1972 and the Class of 1973.

Older Black students, in the 23 to 28 age group,
have more than likely
not been continuously exposed to academic
pursuits and have spent more
time in nonacademic activities between high school
graduation and college

admission than have the younger students.

Likewise, the majority of this

age group, because of other involvements and experiences,
did not expect
to have the opportunity to attend college.

Null hypothesis

2

(sex) was rejected at the 0.10 level for the

Class of 1972 (with males succeeding better), but this hypothesis could
not be rejected for the Class of 1973.

The Class of 1973, who were

admitted on an open admissions, first-come, first-admitted basis, did
not have the onus of having been rejected by the standard admissions

procedures of che University of Massachusects and, therefore, possibly

were more successful high school students.

Yet, according to results

of this study, they were not as well qualified as were the members of
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the Class Of 1972.

„e„beos o, the Class of
1973 „ete accepted on
tore diversified standards,
some of which Included
personality traits,
attitude, sense of motivation,
inventiveness, as well as a
more
realistic evaluation of their
educational promise and previous
educational opportunity. They
possibly also possessed better
emotional wellbeing resulting from the heretofore
unrealized opportunity to
direct
their energies toward being
successful students.
-The

Null hypothesis

3

(hometown) could not be rejected
for either class

Research on the national level
(Bayer and Boruch, 1969) has
shown that
more than twice as many Black
students as non-Black students
grew up
In large cities.

For the Class of 1972,

88.6 percent of the subjects

came from metropolitan areas in
Massachusetts, while for the Class
of
1973, 81.1 percent of the subjects came
from metropolitan areas in

Massachusetts.

With the sample size of this study,
any effect due to

different hometown was not strong enough
to be statistically significant
at the .10 level.

Thus, the expected result is realistic
for the sub-

jects involved.
For both the Classes of 1972 and 1973. null
hypotheses

of brothers) and
level.

5

4

(number

(number of sisters) could not be rejected at the
.10

Research for sibling expectations has been primarily
documented

on non-Black populations and further, the relationships
of brothers and

sisters within the families of the subjects used, was
not demarcated,

making it unrealistic to try a study of the relationships of sibling
number and order as affecting college success.
For both the Classes of 1972 and 1973, the effects of mothers'
and fathers' occupations were not strong enough to be
significant at
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the .10 level.

Analysis of the percentages
of parents with
occupations
In the various categories
of the Warner, Meeker,
Eeels scale for
rating occupations shows that
more than one-half of Black
students
have fathers In semi-skilled
or unskilled occupations
and that over
20 percent have fathers who
are unemployed. Half the
Black students
have mothers whose occupations
are in the lowest category
of the
Warner, Meeker, Eells scale for
rating occupations, while not
a single
Black student has a mother whose
occupation Is in the highest
category,
which made the interpretation
of the effect of the parents'
occupation
on college GPA in this study
meaningless.
For both the Class of 1972 and
the Class of 1973, the effect
of

attendance at different type high schools
on college GPA was not
strong enough to be significant at the
0.10 level.

Failure to achieve

the expectation that Black students
graduating from private, college

preparatory, or general high schools will
have greater college

academic success than Black students who
graduated from technical,
trade or commercial high schools is a problem.

The criteria cannot

be easily measured due to the possible lack
of equal opportunities

within the given high school settings from which
the subjects in this
sample were drawn.

Nationally, Bickel (1970) indicates that only

some 23 percent of the total of more than six million
Black pupils

attend integrated public schools.

For the Class of 1972, 16.2 percent

of the subjecLo attended a technical high school, 14.9 percent
attended
a commercial high school, 68.9 percent attended a college
preparatory

high school, and 0.0 percent attended a private secondary school.
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while for the Class of 1973
the figures were 18.7
percent. 12.7 percent, 59.6 percent, and
9.0 percent, respectively.
The 9.0 percent

includes parochial schooling.
Even before 1900. high school
rank in class was one of the
-ost
often cited educational statistics
for predicting college
success
(Hawks. 1931; and Becker.
1968). This variable was
statistically

significant at the 0.1 level for the
Class of 1973.

Results for the

Class of 1972 are complicated by
the lack of data on high
school
rank in class.
As expected, the effect of SAT
verbal score on college GPA was

not strong enough to be demonstrable
at the .10 level.

On the other

hand, SAT math score was significant
at the .10 level, for the Class

of 1972 and not significant for the
Class of 1973.

Once again, the

Class of 1972 had been more singularly
screened on the basis of the

White majority and American university
admissions standards, and most
likely had completed more years of high
school math than the Class of
1973, wnich was admitted on the open admissions,
first-come, first

admitted basis.

Although it may be possible that the members of the

Class of 1973 have had a higher level of motivation
and need achievement, they would not necessarily have had
appropriate high school
courses.

According to many authors (see, for example, Deutsch,
1967;

Gordon and Wilkerson, 1966; and John, 1967), Black culture
and home
environment

hav^e

sometimes been lacking in preparation for abstract

and cognitive concepts.

The effect of IQ score on college GPA was not strong enough to
be statistically demonstrable at the ,10 level for either
class.
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Furthermore, the past and present
emphasis on standardized
and individualized IQ tests are not necessarily
meaningful to Black culture.
The
heavy emphasis on cognitive
subject matter might be
tempered with relevant materials that are meaningful
to the personal concerns
and criteria
of American Black culture (Fantini
1970).
.

,

For the Class of 1972, the
effect of number of years of
high

school language study on college GPA
was not strong enough to be
significant at the .10 level.
However, for the Class of
1973. the amount of
high school language study was
significant at the .05 level. The
result
obtained for the Class of 1972 was possibly
due to lack of variance,
since nearly two-thirds of the Class
of 1972 had taken either two, three
or four years of high school language.

In the Class of 1973, nearly

equal numbers of subjects had taken no
language or one, two or three

years of high school language and a somewhat
lesser number had taken
four years of language.
For the Class of 1972, the effect of highest
math studied in

high school was not strong enough to be statistically
demonstrable at
the .10 level.

Conversely, for the Class of 1973, the effect of

highest high school math studied was significant at the
0.025 level.
This difference can be ascribed to lack of variance for the
Class of
1972.

For over 80 percent of the Class of 1972 Geometry, Algebra II,

or Trigonometry was the highest math studied.

The Class of 1973 was

fairly evenly divided as to whether Arithmetic, Algebra

I,

Geometry, Al-

gebra II, or Trigonometry was the highest math studied.
For the Class of 1972, the effect of number of years of high
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school science on college GPA was
statistically significant at the
.05
level, while for the Class of 1973 it
was not statistically significant
at the .10 level.

1973.

This was due to lack of variance
for the Class of

Eighty percent of the Class of 1973
had taken either one or

two years of high school science.

The Class of 1972 was fairly evenly

divided as to whether they had taken one, two,
or three years of high
school science, with a somewhat lesser number
of students having had
four years of science.

The effects of the various high school
activities on college CPA

were different for the Classes of 1972 and
1973.

For the Class of 1972,

participation in debate was significant only at the .10
level, while
the effects of participation in sports, student
government, school

service organizations, school social organizations,
yearbook, and language clubs were not statistically demonstrable at the
.10 level.

Lack of variance was not the cause of the negative results.

Participation

in debate was the only activity for which the sizes
of the groups who

had participated and who had not participated were not comparable.
The nature of the

t

test is such that comparison of groups with many

subjects in one group and very few subjects in the other group would
not result in spurious significance.

Such an arrangement, however, can

cause spurious results of lack of significance.

Data for participation

in math and science clubs, other academic clubs, pre-professional clubs,

community ^.ervice. Black studies, drama,

w.nd

music and art clubs were

not available for the Class of 1972.
For the Class of 1973, the effect of participation in all activities

other than yearbook, debate, other academic clubs, and drama on college
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GPA was significant at least
at the .10 level.

For each of the other
actlv-

ities , less than 10 percent
of the class had participated
in such activities
and the lack of significance might
very well have been spurious.
If the

numbers of subjects who did and who
did not participate had been
more
nearly equal, those activities might
have proven significant.

Multiple Regression

Inclu^.

Since a sufficiently large number
of sub-

jects was available in each class
separately to yield meaningful results,
it was decided to include in the
multiple regression analysis for both

classes all variables that were shown to
be significant for at least
one of the classes.

These were:

high school rank, SAT math score, sex,

language study, math study, science study,
and participation in debate,
sports, student government, school service
organizations, school social

organizations, yearbook, language clubs, math or
science clubs, pre-

professional clubs, and Black studies, or a total of
sixteen variables.
Data for four of these variables: high school rank
and participation in

math or science clubs, pre-professional clubs,
and Black studies were
missing for the Class of 1972.

As a result, the multiple regression

scheme for the Class of 1972 contained only twelve variables.
For the Class of 1972, the coefficient matrix containing all twelve

variables is given in Table 2, the column vector of constants in Table
and the inverted matrix in Table A.

For the Class of 1973, the coeffi-

cient matrix containing all sixteen variables is given in Table

5,

column vector of constants in Table 6, and the inverted matrix in
Table

7.
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Table

3

Colum Vector of Constants, Class
of 1972

85.5000
36.1910

29.0000

4.6000
70.6000

16.1000

20.8000
74.1000

69.1000
36.2000
275.5000

201.4000
5.5000
1.6000

15.4000
26.0000

23.1000
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Table

6

Column Vector of Constants, Class
of 1973

101.1000

42.5550
39.9450

59.3000
3.6000

108.4000
19.8000
34.4000

13.8000

14.1000
10.1000
34.0000

13.4000
8.3000

282.3000
177.4000
1.8000

12.9000
16.9000

45.3000
12.9000
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Result.

The Product-Moment coefficients
of correlation between

GPA predicted from only a single
predictor variable and actual GPA,
as well as the regression equations
so obtained are given in Table
8
for the Class of 1973.

High correlations were obtained
through the

use of either high school rank (.51) or
highest math studied (.40) as

single predictors.

Table 8

Correlation Coefficients between
Predicted and Actual GPA
from one Predictor Variable, Class
of 1973
Variable
(x)

Regression Equation
(a + b x)

r

High school rank/100

a

b

1.11585

1.42615

0.50929

SAT math score/1000

1.82121

-0.45104

0.05675

Sex

1.7000

-

.09730

0.07012

Debate

1.63871

0.16129

0.04095

Sports

1.63871

-0.01419

0.02253

Student Government

1.62122

0.13111

0.08659

School Service Organizations

1.53972

0.39166

0.29005

School Social Organizations

1.66182

-0.12848

0.06518

Yearbook

1.59825

0.41604

0.18948

Language Clubs

1.63966

0.04368

0.01858

Math and Science Clubs

1.64194

0.07066

0.01474

Pre-professional Clubs

1.65479

-0.07066

0.04164

Black Studies

1.64237

0.0176

0.00690

Total years language

1.41091

0.08923

0.21790

Total years science

1.80448

-0.08945

0.10105

Math (a dummy variable)
Arithmetic
Algebra I
Geometry

1.2556

Algebi'i. II

Trigonometry
(no subjects with
Algebra III or Calculus)

0.40184

-0.35556
0.58730
0.85694
0.33799
0.58730
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The object of the multiple
regression approach was to
improve the
correlation coefficient between predicted
and actual GPA through the

addition of more information to the
prediction equation.

Since the

predictor variables are not truly independent,
and since the difficulty
and amount of computer time involved
increases exponentially with the
number of variables included, it was
necessary to examine which predictor variables could be omitted without
significant decreases in

correlation coefficient.

A substantial decrease in correlation co-

efficient upon omission of one or more predictor
variables signifies
that the set of predictor variables remaining
contains significantly

less information than the original set of
individual predictors.

The correlation coefficient obtained with all
sixteen variables
for the Class of 1973 was 0.76A.

This represents the maximum cor-

relation coefficient obtainable with the given data.

The correlation

coefficients obtained with any fifteen or the sixteen variables
represent the maximum correlation coefficient that could be obtained
in
the absence of the remaining variable.

Given these variables and .hese

subjects, it is these values, rather than the correlations obtained

when a given variable was used alone, that demonstrated the importance
of lack of a given variable in the multiple regression analysis.

Table

9

gives the correlation coefficients and regression equations

obtained for the Class of 1973 when any fifteen of the sixteen variables
were includeu, as well as the regression equation obtained for all

sixteen variables.
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For example, the first line of
Table

9

represents the following

multiple regression equation for all
sixteen variables:
Predicted GPA

=

1.09856 + 1.86A95 (HS%
100

:il.51049 (SAT math score) + (0.18275 for males)
(0.00000 for females)

-0.08734 (yrs. debate)

- .15903 (yrs. sports)

-0.05737 (yrs. student gov't.) + .48496 (yrs.
school
service)

+.26250 (yrs. yearbook) + .01519 (yrs. language
clubs)
+.10667 (yrs. math or science clubs)
-.56805 (yrs. pre-professional clubs)

+.38740 (yrs.

Black studies) + .02924 (yrs. language)

+.03128 (yrs. science)

+.75028
+.56637
+.74119
+.32579
+•15421
+.00000

for
for
for
for
for
for

those
those
those
those
those
those

whose highest math
whose highest math
whose highest math
whose highest math
whose highest math
who had no math.

was
was
was
was
was

Arithmetic
Algebra I
Geometry
Algebra II
Trigonometry

The appropriate values of each of the predictor variables can
be used to generate predicted GPA for all the subjects in the sample.

Each horizontal line of Table

9

and those to follow represents a

*^lffGrent regression equation which is to be used in the same way as

the one above
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It can be seen that the
omission of either math'
study or high

school rank would result In maximum
correlation coefficients
substantially below the maximum obtainable
with the full set of
variables.
Therefore, given these variables and
these subjects, both math
study
and high school rank must be
Included in any regression
equation
which yields the highest correlation
coefficient between predicted
and actual GPA for any number of
variables. However, the use of
math
study and high school rank as the only
predictors yielded a correlation coefficient of 0.622, a value
substantially higher than that ob-

tained with any one variable, but definitely
lower than the maximum

correlation coefficient obtainable.

This combination yields the

highest correlation coefficient of any group
of two variables.

It is

clear that some or all of the remaining
variables must be added before
the best compromise between improvement in
correlation and computational

ease can be reached.

From Table

9

it can be seen that the next most important
variable

is participation in school service organizations.

The combination of

math study, high school rank, and participation in school
service
organizations gives the highest correlation coefficient (0.669)
of any combination of three variables.

Further variables must be

added to the analysis, but the relative importance of the remaining

variables

if,

not as clear-cut as that of the first three.
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Regression equations and coefficients
of correlation between
predicted and actual GPA were obtained
for all possible combinations
of four. five. six. seven, and
eight predictor variables.

Table 10

gives the best regression equations
for two, three, four. five,
six,
seven, and eight predictor variables,
as well as several other
re-

gression equations where the correlation
coefficient obtained was
nearly as high as the maximum value
for that number of variables.

A similar analysis can be carried out
for the Class of 1972.
The maximum correlation coefficient
obtainable with all twelve

variables is 0.703.

Table 11 gives the maximum correlation
coeffi-

cients and regression equations obtained with
one variable missing,
and with all twelve variables.

The two most powerful predictors

for the Class of 1972 are math study and
participation in yearbook.

These two variables together yield a correlation
coefficient of
.483.

Once again,

m.ore

variables must be added.

With the high

school rank variable missing, there is no single,
clearly defined

pathway to take.
were studied.

All possible combinations of from one to twelve variables
Table 12 gives the regression equations and correlation

coefficients obtained for the maximum correlation coefficient obtained

with a given number of variables, as well as other equations for
which the correlation coefficient was close to maximum.
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Analysis

Multiple regression gives better results
than linear regression
in a statistical study such as this
disset tation.

An increase of .3

in correlation coefficient between
predicted and achieved GPA was

obtained in passing from a prediction based
on the best single predictor variable to a prediction based on the
best multiple regression

equation.

As expected, high school rank was the
most powerful pre-

dictor of college success for the Class of
1973; however, it was not

available for the Class of 1972.

High school rank must appear in any

regression equation that gives maximum correlation
between predicted
and actual GPA, given these predictor variables and
these subjects.
The effect of high school rank was so strong that
it weakened
the effects of all other variables.

It was, of course, to be expected

that a student with a higher high school rank would tend
to achieve
a better college GPA than a student with a lower high
school rank.

However, since this dissertation sought to explore admissions criteria
for Special Service students rather than those normally used for the

admission of the typical candidate, it was necessary to examine re-

gression equations in which high school rank was omitted, in addition
to examination of the "best" or "optimum" regression equations, which,

of necessity, must include high school rank.

It was for this reason,

as well as for sound statistical procedure, that an "all possible

combinations" multiple regression scheme was chosen over the more
usual "stepwise regression" procedure.
For the Class of 1973, the maximum correlation coefficient which

was obtained without including high school rank is 0.5765 which.
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although somewhat less than the theoretically
obtainable maximum, still
represents a substantial correlation between
predicted and achieved

GPA values.
Convergence to the maximum correlation
coefficient with increasing

number of variables was somewhat slower than
in the case where high
school rank was included.

This was not unexpected.

Inclusion of high

school rank as the first variable already taken
made the greatest step

toward ultimate convergence.
It is interesting to note that in all equations
of three or more

variables, the signs and relative sizes of regression
coefficients
did not vary markedly.

The only exception was that the sign occasionally

varied for regression coefficients near zero.

Although the exact

regression coefficient for a given variable varied slightly from

equation to equation, it was possible to draw qualitative conclusions
from examination of the equations as a whole.
In addition to high school rank, participation in school service

organizations and yearbook made positive contributions to the predicted

GPA for the Class of 1973.

Participation in school social organizations

and in pre-professional clubs made negative contributions to the pre-

dicted GPA when the opposite had been expected.

Although SAT math score appeared to make a strong, negative contribution, further analysis showed that this was not the case.

In

order to make the coefficients of the correlation matrix more nearly
uniform, high school rank was scaled by a factor of 100; and SAT math
score was scaled by a factor of 1000.

Matrix inversion was accomplished

with greater accuracy when the coefficients
were so scaled.

Thus,

even though the regression coefficient
of the SAT math score was
of the order of -1 (see Table 9)

,

the difference in predicted GPA

for students having SAT math scores separated
by 200 points was

only .2.

The latter was small with respect to the
fluctuations in

actual GPA caused by taking courses of unequal
difficulty and by

variations in grading among the various faculty members.

The re-

maining variables used in the multiple regression
for the Class of
1973 were of no demonstrable significance.
For the Class of 1972, sex (with males expected to
do better)

and participation in yearbook made positive contributions
to pre-

dicted GPA.

SAT math score, which was shown to be significant for

the Class of 1972 in the preliminary screening, made a borderline

contribution to the multiple regression.

The regression coefficient

of SAT math score for this class was of the order of +2, which

meant that a difference of 200 points in SAT math score would result in a moderate difference in GPA.

The remaining variables did

not make a demonstrable contribution to the predicted grade point

average for the Class of 1972.

Table 13 gives the GPA predicted

from the equations developed in this dissertation, as well as the

actual GPA of the CCEBS students.
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Table 13

Comparison of Actual GPA of CCEBS Students
of the
Classes of 1972 and 1973 with GPA predicted
from this Study
Class of 1972
Predicted
Actual

Class of 1973
Predicted
Actual

1.6

2.0

1.2

1.6

1.8

1.3

1.3

2.0

1.7

1.7

1.5

2.5

2.2

2.2

2.8

3.2

2.2

2.4

1.6

1.1

2.1

2.4

1.3

0.7

2.7

3.3

1.0

0.8

1.5

1.3

1.0

0.9

1.3

0.6

1.6

1.8

1.9

2.5

1.9

1.7

1.5

1.8

1.5

1.7

1.6

1.5

1.7

1.3

2.3

2.5

1.8

2.0

1.6

1.0

1.9

1.3

2.0

1.9

2.3

2.3

1.8

2.1

1.8

2.1

1.7

1.4

2.7

2.7

1.4

1.2

2.0

1.6

3.1

3.0

1.4

1.2

2.2

3.0

2.1

2.1
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Table 13 (continued)
Class of 1972
Predicted
Actual

Class of 1973
Predicted
Actual

2.3

2.3

1.9

2.3

1.6

1.4

0.8

1.0

1.5

1.7

1.9

2.4

1.9

2.1

1.4

1.0

2.0

2.5

1.1

1.2

1.4

1.9

1.4

1.3

2.1

1.5

1.0

0.9

1.5

1.6

2.1

1.6

1.6

1.6

2.4

1.7

2.1

2.2

1.2

1.2

2.3

1.6

2.4

1.6

1.8

1.7

1.9

1.6

2.7

2.0

1.7

1.6

2.0

1.7

1.9

1.6

1.6

1.7

1.1

1.0

1.8

1.7

1.7

1.5

1.8

1.5

0.6

0.0

2.2

2.1

0.9

1.3

1.7

2.1

2.6

2.4

2.0

2.4

1.3

1.5

2.1

2.0

2.2

2.3

1.6

1.7

2.8

3.4
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Table 13 (continued)
Glass of 1972
Predicted
Actual

Class of 1973
Predicted
Actual

1.8

1.9

2.2

2.8

2.1

1.7

1.7

1.8

1.8

1.8

2.4

2.5

1.5

2.0

0.8

0.0

2.1

1.9

1.1

0.9

1.4

1.2

0.7

0.8

1.5

1.6

1.5

1.4

1.9

2.0

2.3

2.0

1.1

1.6

0.7

0.4

1.5

1.4

1.2

2.2

1.8

1.7

1.4

0.7

1,7

2.8
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CHAPTER

V

CONCLUSIONS, INTERPRETATIONS, AND LIMITATIONS

Black culture is a large and integral part
of our American heritage
(Ellison, 1970).

Even though this is theoretically recognized,
it is not

provided for to practical effect (Pinderhughes

,

1970).

Long-term neg-

lect of the needs of Black American people by
other Americans, recog-

nition of Blacks and realization by Whites of this
neglect have brought
us face to face with the rising and impatient demands
of the Black con-

tingent of our American population (Rose, 1956 and Pettigrew,
1964).

Assuming that the United States has the will and the financial
means to attack the problem of providing equal education and equal

opportunity to all, certain factors might be considered critically
by both Blacks and Whites (Ingle, 1964) because the premise of equality is applicable to all races and cultures.

The literature and empirical research cited and provided in this

dissertation show the importance of educational background to success
in higher education (Edgerton, 1968a; Gordon and Wilkerson, 1966;

Gibson, 1965; Asbell, 1963; and Becker, 1952).

Both formal education

and many factors besides formal education, such as home conditions and

living standards, play a part in the education and upbringing of
children.
The home ambiente is largely dependent on the economic condition
of the family (Coleman, 1966; Wilson, 1963; and Bloom, Davis and Hess,
1965).

An adequate economic condition usually assures proper housing,
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proper nutrition, and proper early
training and education
(Clark. 1965;
Coles. 1967; Deutsch. 1967; Relssman.
1962; and May. 1964).

Economic conditions of families
determine their living standards.
However, optimum child-raising conditions
are usually not universally

available to our population (Jeffers.
1967; Parson and Clark. 1967;
and Passow. 1962).
Because of the class structure of
American society,

which has heretofore been imposed on Blacks,
there is a preponderance
of Black students, both in this study
and in the Black student population
as a whole, whose parents have semi-skilled
or unskilled occupations.

These students were provided an environment
and upbringing conditioned
by that which their parents were capable
of giving.

Since adequate economic standards depend on
employment and income,

and since the present economic status of this
country does not

guarantee either employment or income, interim measures
might be
adopted until such economic organization can be achieved
(Drucker,
1968; Ericson, 1966; and Farley, 1968).

A child that is adequately fed, housed, and clothed is acceptable
to his age group regardless of race and culture, at least
in his

early years.

Beyond these early years it is education that is equally

needed by all contingents of society.

Ignorance and neglect of any kind

spells disaster to those affected (Downs, 1968; Cronbach, 1969; and

Amos and Grambs, 1968).

When the .*bove issues are resolved, the desire to compete, to
learn, and to achieve are largely left to the individual, since ambi-

tion and basic intelligence are not respecters of race.

Here each

of us is on his own, assuming that equal education at all levels has
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been available.

It is possible to help the
disadvantaged elements of

our population, particularly the young, so that
no one, regardless of color or sex, be denied a college education because
of the inadequacies
of college selection procedures (Roberts, 1962; Miller and
O'Connor, 1969;

Newell, 1969; McKendall, 1968; and Gordon, 1967).

A step in this

direction has been the establishment of the CCEBS program at the

University of Massachusetts and similar programs at other institutions.
This dissertation sought to provide such programs with admission

criteria for bringing into higher education many more of those Black
students who have in the past been missed.

Since almost half of the

Black population is under the age of twenty, it is a formidable task
to provide the needed and appropriate education (Ellison, 1970;

Kendrick, 1968; Gottesman, 1968; and Hare, 1969).

Conclusions

The prediction equation for GPA normally used in college admis-

sions is a combination of high school rank and SAT verbal and math

scores generated by multiple regression techniques.

While this pre-

diction equation is adequate for students from the White middle class
majority, it appears from this study not to be an adequate predictor
of college success for disadvantaged Special Service students.

both individual statistical tests

(t test,

While

Kruskal-Wallis test, and

correlation coefficient) and multiple regression have shown that high
school rank is an important predictor of college academic success for
the Special Service Black students analyzed in this dissertation, the

83

other two components. of the usual regression
equation, namely SAT
verbal and math scores, have been shown to
be of little value for
that purpose.

For the subjects under consideration in
this dissertation, the

regression equations developed were better than the
PGPA (predicted grade
point average) equation used by the University
of Massachusetts.
the Class of 1972, the correlation coefficient
was only 0.26.

For

Con-

versely, the equations developed in this work gave
correlation co-

efficients as high as 0.70 for the Class of 1972 and 0.76
for the
Class of 1973.

Moreover, the regression equations developed in this dissertation
gave a fairer prediction of grade point average than that ordinarily
used by the University of Massachusetts.

In order to be equitable,

a regression equation ought to yield a predicted CPA that is higher

than actual CPA as often as it yields a prediction that is too low.

For the Class of 1972, the usual means of prediction yielded low

results 72.4 percent of the time, exact results 3.4 percent of the
time, and high results 24.1 percent of the time.

For the Class of

1973, the usual prediction equation yielded low results 66.0 percent
of the time, exact results 2.0 percent of the time, and high results

32.0 percent of the time.

For the Class of 1972, the equations

developed in this dissertation yielded a low prediction 44.4 percent
of the time, aa exact prediction 11.1 percent of the time, and a high

prediction 44.4 percent of the time.

For the Class of 1973, the

equations developed in this study yielded a low prediction
41.9 percent of the time, an exact prediction 6.5 percent of the time.
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and a high prediction 51.5 percent
of the time.

Thus, the newly dev-

eloped equations gave a falter estimate
of the predicted GPA of Black
Students entering the University of
Massachusetts.

Another test of the validity of a regression
equation is how closely
it predicts GPA.

The standard deviation between predicted
and actual

GPA for the Class of 1972 was 0.44 using the
University of Massachusetts
prediction equation, while for the Class of 1973 it was
0.84.

The

standard deviation obtained for the Class of 1972 with
the equations

developed in this work was 0.37, while for the Class of
1973 it was
0.43, which represents a marked improvement.

Thus, the standard prediction equation for college academic

success is not as meaningful for disadvantaged. Special Service students
as for those from the White majority college population.

Yet, it is

known that disadvantaged students can and do succeed in college,
especially when attention is given to their special needs, as

demonstrated by the success of the CCEBS program.
This dissertation explored less usual means of determining the

feasibility of predicting the academic achievement of disadvantaged
students with better success than heretofore attainable.

While there

is considerable difficulty in the use of non-normal predictors of

college success, the results obtained for CCEBS students at the

University of Massachusetts have proven to be worthwhile.
The relationship between 29 antecedent, educational and demo-

graphic predictor variables and the predicted variable, GPA, at the
end of the first semester of the freshman year for the CCEBS Glasses
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of 1972 and 1973 at the University
of Massachusetts was
explored.

Except
for sex for the Class of 1972. none
of the antecedent demographic
variables
proved to be useful predictors for the
subjects treated. Some of the
antecedent educational variables, especially
those dealing with cognitive

learning skills, participation In certain
extracurricular activities which
require mental discipline, such as journalism
and participation in high

school service organizations, were showm to be
of value in the overall pre-

diction of college GPA for those subjects studied
in this dissertation.
A maximum correlation coefficient of 0.765
between predicted and achieved

GPA of CCEBS students at the end of the first
semester of their freshman year
was obtained.

This demonstrates that the academid achievement
of CCEBS

students can be predicted with a reasonably high degree
of accuracy, albeit
^^S^^^ssion equations other than those normally used.

Interpretation

The average GPA for the Class of 1972 was 1.93, while the GPA
for the

Class of 1973 was 1.61.

A

t

test (separate variance model) performed on the

GPA scores of the members of both classes proved that this difference is
significant at the .0005 level.

Also, for the Class of 1972, for which high

school rank data were not available, the highest correlation coefficient

obtained between predicted and achieved GPA scores was 0.70.

For the Class

of 1973, the highest correlation coefficient between predicted and achieved

GPA scores obtainable without nigh school rank was 0.57.
might have several underlying explanations.

These differences

The Class of 1972 has been ad-

mitted under the close scrutiny of standard university admission procedures.
Although only three of the Black applicants were at first acceptable under
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the normal admissions criteria.
many of the remaining 122
candidates accepted
into the CCEBS program probably
were admitted because they
approached

minimum qualifications under standard
procedures.

Contrariwise, the Class

of 1973 was accepted on an
open-admissions, first-come, first-accepted

basis.

By that time, the CCEBS program
had become more widely known, and

more candidates were sought from a wider
geographical distribution
throughout the State of Massachusetts.
Once accepted, the members of the Class
of 1972 were subjected to
a number of problems,

including compulsory tutorial assistance,
a max-

imum of twelve hours of classes per semester,
dormitory living arrangements, the problems of obtaining financial assistance,
lack of a Black

cultural center, lack of an appropriate Black Studies
program, and the
real issue as to how the University might establish
educational programs

applicable to their needs.

Another problem was the reality of a newly

present Black population on campus for which neither the University
nor the Black students had been sufficiently prepared.
The CCEBS program had originally been established within the School
of Education, which was at that time in transition between radically

faring concepts of purpose and being.

The CCEBS program admin-

istrator was simultaneously the Director of the Aesthetics Center of
Education, while the assistant director of the tutorial program was
also obligated elsewhere within the University, the effect being both

divided time and effort.

The tutors for the CCEBS program were mostly

volunteers, with a few graduate students receiving stipends.
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With the advent, of the CCEBS program,
and a lack of clearly defined goals for the Class of 1972, this
pilot class of Black students

had to survive and work through a year
of adjustment and problems

with both the foraal University and its
student body.

Another problem was the difference between
the number of Black
males and females, the females outnumbering
the males by

a ratio of

two-to-one, presenting a problem of social life,
or lack thereof.

Problems of off-campus housing within the Amherst
community and local
social acceptance had to be surmounted.

Furthermore, Black students

did not know what university and community services
they might turn
to in the areas of psychological, religious,
fraternal, and social

organizations
In contrast, the Class of 1973, while it had to cope with
many

of the problems faced by the pilot class, came into the CCEBS
program

with a great deal more ease and security.

This was due to a perhaps

overly protective attitude of a more unified CCEBS staff, now under
the aegis of its new director

university professor.

,

a highly qualified and experienced

Another significant difference between the

two classes was the male/female ratio, the Class of 1973 being some-

what more evenly selected in this regard.

An objection was expressed by the members of the Class of 1972
that they had been left to survive on their own while the Class of

1973 was receiving most of the attention.

This was true in part

because the CCEBS program took the position, in effect, that the
sophomores should and could plan and provide for themselves as well
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as register for their courses without
most of the special attention

they had previously received.

Because of the evident disorientation

and discontent among the members of the
Class of 1972, the CCEBS staff

realized at the end of the first semester of
the second year of the

program's existence that it had not only the
responsibility for its
freshmen but also for its upperclassmen.
The Class of 1973 was not without its own
special problems.

These centered around the issue of graduate student
tutorial assistants.

Many of the tutors erroneously believed that they
were being paid by
their respective university departments, which were
outside the CCEBS

program.

In reality, they were salaried by the CCEBS program
and thus

their first and ultimate obligation should have been to CCEBS
and to its

students.

Furthermore, the majority of tutors were White Americans,

with a few Europeans, Orientals, and African Blacks.

Communication

between these several cultures was difficult and sometimes nonexistent ,
The GPA for the CCEBS Class of 1972 probably does not reflect
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antecedent variables under study in this dissertation as clearly as
does the GPA for the CCEBS Class of 1973 because of the differences
in conditions the two classes confronted, as discussed above.

Future classes may be more similar to the Class of 1973 than to the
Class of 1972.

many of the

Although the Classes of 1972 and 1973 experienced

t,ame,

yet different, problems, uhe fact is that the

CCEBS program is proving highly successful and appears to be one
of the better programs for high risk, disadvantaged. Special Service

students
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Limitations

'

Several limitations are inherent in this study.

First, this

dissertation was primarily interested in isolating
predictor variables for college GPA.

A difficulty arose because there was no

possibility of establishing a control-comparison group, as the
students involved in this study were a special service population

who needed equal consideration.

If time and research had been de-

voted to the individual characteristics and interests of the subjects,
more conclusions might have been possible.
Invariably, high school rank and participation in extracurricular

activities and courses which involved cognitive, abstract intellectual

conditioning and training, were the best predictors of college success.
More information about the elementary and junior high school background might have proven valuable in determining to what extent

research should devote itself to these educational levels in order to

accurately predict college GPA.
Data from this study indicate that the effects of age, parental
occupation, and type high school attended were inconclusive predictors
of college GPA for the subjects treated.

This unexpected result

might indicate the need for a comparative study on a larger group drawn
from a similar population.

It must be cautioned that the results of

this study should be interpreted in light of the lack of variance of

many of the predictor variables.
Due to the recent establishment, in 1967, of the CCEBS program,

which was at that time unprecedented at the University of Massachusetts,
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little opportunity fbr realistic research
of Special Service programs
was possible.
In order to further similar
investigations begun by this

dissertation to help assure the continued
success and development of
the precepts involved within the Initial
conception of this study,
replication of this work for the Classes of
1974 and 1975, now
enrolled, as well as for future classes might
be meaningful.
The significant differences in some
characteristics between the

Classes of 1972 and 1973 of the CCEBS program lead
one to infer that
future classes accepted into the CCEBS program might
have characteristic differences in demographic, educational, and
antecedent

predictors.

This should be considered by researchers before making

generalizations about Special Service college programs.

Missing

data for the Class of 1972, including high school rank, made it

impossible to more thoroughly compare and contrast the two classes
studied.

APPENDIX

92
p
5
o

OJ

•
V)

V u
cj} 0)
a
u c Q
C9
J 5o

E5

s g

E5

VO

•U

H

c c
u 0) T4
(0
B
M 0) (0
3
a
y ^
i
•‘‘HO
0) .-i
O
c y o y
y y a
I

:

y 'o o
3
3 0-3
^ M p

3
4

(A

(

.g

•I

•-

0

y y

p y o y
*H y
00 a
00 y -u f
y y

00

y y 3

0)

4-

c

)

Q

«

0)

c y y (0
y 9) a 4J
p
(A p
Cl 3 y y
a c 4J^ M
y
3
i-<

y

>V 0
Wi ,£

4i

^

(A

y •
• 00 0) p
u y
G
tt, <u
a «
C J5 M 'P
y p
> y y
V4
p y *H

4J

JS

•>

e s

U

« >

J
J

o o
JD
y

4J

•H

C >
y y

c

j

&

.

y y
y y
»H

.3

^

y .fi a
a a x: y
y 3 y y

y u
3 y
c

*

y - a
y
y y iH
y y
y

y

M
y y
u M
p y y

y

y

•

&gn

m
3

y ^
U
U y p
>H 4J 3
M 0 O

y
^ ^k
Occupations

r-i

-i4

3
0

p -p
y c

For

3

•

a
y

p

Rating

"G

^y

*H
04

c

a c c

a

p
"d rH
CO .H

3 y y
*
a a By M
a c
y «o «H
M
iH 2 I
y y • 00 >H
y -p
y *H y y s

H M
•>

^

^u

U

^

a
“
c P y

o

3

P

U

4J

u

(Ji

[fi

g “ I

0

u

Scale

y

4J

y M y

^

o a

y y

o7

•“

CO

•
u
y
M y 4J
u a
•p y y
^ ^U a
Wi
3

y

*2

•*

p y *H
X P
y y
O
o. o M-i
» ij o
y
M y y
y
•H o
M y
P -H
4J
>
y ^
w y

p

y M

,3
•

**“1

o y
o

•>

.3
»

y

u

y

y

^U

-X

Mu

y y
p o
o
j2 y

^

y

G

a
y y

y

x
-

y

•>

k4

y y

•H

p

^ a

CL

y
y aiH
y p y

y y

CM
~

ij

CO

3 o y

M

wi

a

a a

Revised

>

OO

>H
•P

y
y u
00 0

-p

y

•H
Eells's

C

P u P
p a P u

OO

*H

W>

P

c y

rH -P
•P

C

G
p y

CH

p o

y

Hyp
P

Meeker,

V4

•H

y

CM

o y y
H 0
p y
>
0 P y
P

*H

y y

fH

•>

V-

y y
OO y

c y y
O 00 0

p y
0 y y
p y
6 G

H P P

c c
y p >H
00

Warner,

M

I

y
y
y
y
y
0
•H
y

u

p

*p

y

3
fH
3 P
CO >

o
o
o

u
y
>
o

cn *P
</V

0
P

y
y
y
y
4)
H0
y

o

M U
P

*p

y

3

iH

3 p

CO

y p
y
y *p
0 y

o o
O O
o olA
O
cs

•H

•*

y •H
3 p

rN-

></>•</>

OQ

y 0
0 3. *H
y 3 a“
y
y
y

^

*

p y

*0

U 0

O *H
M
J!3
0 U P a
y y o o y
•
*p
*H u
• 42 H
y OO y
M *H 4J
o 42 p
u • >
o y y 0 X
»p OO ‘J "o y
• TJ o
«J

I

'

M

y
U
y
42
o
p
y
4-1

42 40

<
I

4

3

•

y

M
o
o
p
0.

(

3 y

t-)

*p

^

•

i

J

y
•H

•>

,0
00
•H

X

ocs

^

o

y

Q y 44
a P
y P 3

00 pH

• 0 ^ o
y y y o
M 4J w X

y y 0
3 y
u
p y
M *H
y
44 wi y ^
44 44 y
• y p *H
y a 3 0
V4 O *P *H
y 44 p a•
44 a 14
u o• 00 y
44
o
> y 44 0

*p 44
I

I

yy*--

00

I

0
«H
y P
o P ^ Wi
O u P U

•H

'

<y>

U

00

y
0 0

</>-

-

0

00

>

cn CM

y

i

I

3

4->

O
o
O
o
o
o• o•

u a*0
y y y p
Ut 44
) u
3 p y 01
0 44 0 ^

P

42

U
U P
o y

*H
CO

44

'

y

*p

-H

3

0 y

oo
O
o o
o

y p
o
y
y *p u
0 y
•H 3 O
y fH o
3 p m
CO > </>

O
o
O•
CM
o

o

^ c
w O ‘H
a: 5 e

«

*H M
a
p P

-p

Ui

OOP
£ > y

3 C
P o

y

0)

4J -P

p

•

ij

y y

•

p

•-»

<i>

y

CJ

1 g

o

vj

•

c
y

y y y

y

y

-p y
^y *H> P *H
U O U

*p

CO

00
•g

y *p
0 y
•H

*J

3 y

y
3 p y
> fH

y
CO

iH

o
o
m
</>

S3

REFERENCES

Allen, G.
Intellectual potential and heredity
^
133 , 378-379.

SCIENCE, 1961,

Amos, W. E., & Grambs, J. D. (Eds.)»
COUNSELING THE DISADVANTAGED
YOUTH.
Englewood Cliffs, New Jersey: Prentice-Hall,
1968.

Anastasi, A.
status.

^^^ritiating effects of intelligence and
social
EUGENICS QUARTERLY, 1959, 6 84-91.
,

Anastasi, A. Heredity, environment and the
question
PSYCHOLOGICAL REVIEW, 1958b,
197-208.

Anastasi, A.
Intelligence and family size.
BULLETIN, 1956,
187-209.
Arbuckle, D. The alienated counselor.
JOURNAL, 1969,
18-23.

Asbell, B.

Not like other children.

"how''‘^

PSYCHOLOGICAL

PERSONNEL AND GUIDANCE

REDBOOK, October, 1963.

Asher, S., & Allen, V.
Racial preferences and social comparison
process of Negro children. JOURNAL OF SOCIAL ISSUES 1969
(3), 1957-166.

^

Ausubel, D. P. How reversible are the cognitive and motivational
effects of cultural deprivation? Implications for teaching
the culturally deprived child.
URBAN EDUCATION, I (1),
Autumn, 1964, 16-38.
Baker, J. J., & Allen, G. E.
HYPOTHESIS, PREDICTION AND
IMPLICATION IN BIOLOGY. Reading, Massachusetts:
Addison-Wesley Publishing Co., 1968.

Bayer, A. E. , & Boruch, R. F. The Black Student in American
Colleges. AMERICAN COUNCIL ON EDUCATION, Research Report,
1969, 4 (2).
Beach, L. R.
Identifying the potentially successful among marginal
college entrants. Washington, D.C.: Office of Education (DHEW)
Bureau of Research, 1968. BR-6-8539.

Becker, H. S.
Social class variations in the teacher-pupil
relationship. JOURNAL OF EDUCATIONAL SOCIOLOGY, 1952,
15, 451-465.

Becker, H. S. Making the academic grade; the academic side of
college life. COLLEGE ENTRANCE EXAMINATION BOARD.
New York: Wiley, 1968.

9A

Bereiter, C. The future of individual
differences
EDUCATIONAL REVIEW, 1969,
(2)

^

harvard

.

Bernard, J. MARRIAGE AND FAMILY AMONG NEGROES.
New Jersey: Prentice-Hall, 1966.

Englewood Cliffs

’

Bernstein, B.
Social structure, language and learning.
EDUCATIONAL RESEARCH, 1961, III (3), 163-176.
Bettelheim, B.
Review of B. S. Bloom. STABILITY AND CHANGE IN
HUMAN CllARACTERISTICS
NEW YORK REVIEW OF BOOKS, 1964
September 10, _3, 1-4.
.

’

Bickel, A.

Education or integration.

Black Scholar.
I

’

CURRENT, 1970, 118

JOURNAL OF BLACK STUDIES AND RESEARCH

.

1969

(1).

Bloom, B. S.
STABILITY AND CHANGE IN HUMAN CHARACTERISTICS.
New York; John Wiley & Sons, 1964.
Bloom, B. S.
Davis, A., and Hess, R.
CULTURAL DEPRIVATION. New York:
1965, 69-71.
,

COMPENSATORY EDUCATION FOR
Holt, Rinehart and Winston,

Bloom, R. , Wliiteman, M. , & Deutsch, M. Race and social class
as separate factors relative to social environment.
AMERICAN JOURNAL OF SOCIOLOGY, 1965, 1^(4), 471-476.

Bradley, N. E.
The Negro undergraduate student: Factors relative
to performance in predominantly white state colleges and
universities in Tennessee. THE JOURNAL OF NEGRO EDUCATION,
1967, 36(1), 15-23.

Bressler, M. White colleges and Negro higher education.
JOURNAL OF NEGRO EDUCATION, 1967, ^(3), 258-265.

THE

Broderick, C. B.
Social heterosexual development among urban
Negroes and whites. JOURNAL OF MARRIAGE AND THE FAMILY,
1965, 27, 200-203.
Brody, E. B.
Social conflict and schizophrenic behavior in young
Negro males. PSYCHIATRY, 1961, 24, 337-346.
Brown, W. M. , & Russell, R. D.
Limitations jf admissions
testing for the disadvantaged. PERSONNEL & GUIDANCE
JOURNAL, 1964, XLIII (3) . 301-304.

Carmichael, S., & Hamilton,
LIBERATION IN AI'IERICA.

V.
BLACK POWER: THE POLITICS OF
New York; Vintage Books, 1967.

C.

Cass, J.
Can the university survive the black
challenee'?
SATURDAY FJiVIEW, 1969, 52(25), 68-84.
’

CCEBS PAMPHLET. Amherst, llassacliusetts
Massachusetts, 1970.

:

University of

CCEBS Research Component. Amherst, Massachusetts:
University
of Massachusetts, 1970.
Chapman, A.
BLACK VOICES: AN ANTHOLOGY OF AFRO-AMERICAN
LITERATURE. New York: The New American Library, 1967.
Clark, K. B.

DARK GHETTO.

New York: Harper & Row, 1965.

Clark, K. B.
PREJUDICE AND YOUR CHILD.
Press, 1955.

Boston: Beacon

Clark, K. B. , & Plotkin, L. THE NEGRO STUDENT AT INTEGRATED
COLLEGES. New York: National Scholarship Service and
Fund for Negro Students, 1964.
Cohen, J. Multiple regression as a general data-analytic
system.
PSYCHOLOGICAL BULLETIN, 1968, 70(6), 426-443.

Coleman, J. S.
EQUALITY OF EDUCATIONAL OPPORTUNITY.
Washington, D.C.: United States Government Printing
Office, 1966.
Superintendent of Documents catalog
number FS. 5.283: 38000.

Coleman, J. S. The concept of equality of educational opportunity.
HARVARD EDUCATIONAL REVIEW, 1968, 38(1).
Coles, R.
CHILDREN OF CRISIS: A STUDY OF COURAGE AND FEAR.
Boston: Atlantic-Little Brown, 1967.
Coles, R.

Black America 1970.

COLLEGE BOARD REVIEW.
Winter, 1968.

TIME, 1970, 9^(14), 47.

Tests and the disadvantaged student.

COMMITTEE FOR THE COLLEGIATE EDUCATION OF BLACK STUDENTS.
(Rev.ed.; Amherst, Massachusetts: University of
Massachusetts, 1970.

96

Cooley, W. W., & Lohnes, P. R. MULTIVARIATE
PROCEDURES FOR THE
BEHAVIORAL SCIENCES. New York: John Wiley i
Sons! 1962

Cronbach, L. J. Heredity, environment, and
educational policy.
harvard educational review, 1969, 39(2).
Crow, J. F.
Genetic theories and influence: Comments on
the
value of diversity. HARVARD EDUCATIONAL REVIEW
1969
39(2).

DAEDALUS.

Ethnic groups in American life.

DAEDALUS.

The Negro American-1.

Fall, 1965.

DAEDALUS.

The Negro American-2.

Winter, 1966.

DAEDALUS.

Color and race.

Spring 1961.

Spring, 1967.

Darlington, R. B. Multiple regression in psychological research & practice. PSYCHOLOGICAL BULLETIN, 1968, 69(30)
161-182.

—

Deutsch, C. P. Auditory discrimination and learning: Social
factors. MERRILL PALMER QUARTERLY, 196A, 10( 3) 277-296.
.

Deutsch, M. Minority group and class status as related to
social and personality factors in scholastic achievement.
THE SOCIETY FOR APPLIED ANTHROPOLOGY, 1960, No. 2.
Deutsch, M. Happenings on the way back to the forum: Social
Science, IQ, and race differences revisited. HARVARD
EDUCATIONAL REVIEW, 1969, 39(3).

Deutsch, M.
Books, 1967.

THE DISADVANTAGED CHILD.

New York: Basic

Deutsch, M. , Katz, I., & Jensen, A. R.
SOCIAL CLASS, RACE,
AND PSYCHOLOGICAL DEVELOPMENT. New York: Holt, Rinehart
& Winston, 1967.
Deutsch, M. Martin & Brown, B.
Social influences in Negrowhite intelligence differences. JOURNAL OF SOCIAL
ISSUES, 1964, 20, 24-35.
,

Doermann, H. CROSSCURRENTS IN COLLEGE ADMISSIONS.
Columbia Teacher's College Press, 1968.

New York;

Dovms, A.

Alternative

future for the American ghetto
D^DALUS: JOURNAL OF THE AMERICAN
ACADEMY OF ARTS

&

SCIENCES, Fall, 1968. 1331-1378.

Dreger R M.. & Miller, K. S.
Comparative psychological
studies of Negroes & whites in U.S.
AMERICAN PSYCHO! orTPAi
ASSOCIATION PSYCHOLOGICAL BULLETIN, I960,

^(5),

Drucker, P. F. Worker and work in
metropolis.
^
1968, 1259.

361-A02.

DAEDALUS, Fall,

DuBois. W. E. B. THE AUTOBIOGRAPHY OF W.
E. B. DUBOIS.
International Publishers Co. Inc., 1968.

New York

Dyer, H. S.
Toward more effective recruitment and selection
of
Negroes for college. JOURNAL OF NEGRO EDUCATION,
1967 36

Eeils, K., Davis, A., Havighurst, R. J.,
Herrick, V. E., & Tyler
R. W.
INTELLIGENCE AND CULTURAL DIFFEPJENCES
Chicago:
University of Chicago Press, 1951.
.

Egerton, J.
High risk: Five looks.
1968a, 3(8), 25-36.
Egerton, J.
High
to establish
Here is what
1968b, 3(7),

SOUTHERN EDUCATION REPORT

risk-colleges and universities have been urged
quotas and programs for the disadvantaged.
some are doing.
SOUTHERN EDUCATION REPORT
3-14.

l*llls, W.

W.
WHITE ETHICS AND BLACK POWER.
Publishing Co., 1969.

Ellison, R.

THE INVISIBLE MAN.

Rlllson, R.

SHADOW AND ACT.

Chicago: Adline

New York: Random House, 1952.

New York: Random House, 1964.

Ellison, R. Wliat America would be like without blacks.
April 6, 1970, p. 55.

TIME,

Epps, E. G. Motivation and academic achievement of Negro
Americans. THE JOURNAL OF SOCIAL ISSUES, 1969, 25(3),
1-155.

Erlkson, E. H, The concept of identity in race relations.
DAEDALUS, 1966, 95, 145-171.

98

Fanon, F.

BLACK SKINS, VJHITE MASKS.

New York; Grove Press, 1967.

Fantini, M.D.
Schools for the seventies: Institutional reform.
TODAY’S EDUCATION THE JOURNAL OF THE NATIONAL EDUCATION
ASSOCIATION, 1970, 59(4), 60.
Farley, R. Duncan, 0., & Price, D. 0. The quality of demographic data for nonwhites. DEMOGRAPHY, 1968, 5(1),
,

Farley, R.
Duncan, 0. , & Price, D. 0. Patterns of occupational
mobility among Negro men. DEMOGRAPHY, 1968, ^(1), 12-24.
,

Farley, R.
Duncan, 0., & Price, D. 0. Educational differentials
between Negroes and whites in the South. DEMOGRAPHY, 1968
5(1), 24-34.
,

Finch, R. H. Tilling the black wasteland.
August 23, 1969.

SATURDAY REVIEW,

Forsyth, D. R. The effects of presenting test batteries and test
reactivity on the behavior of control subjects. UNPUBLISHED
DOCTORAL DISSERTATION, Colorado State University, 1968.

Fredrickson, R. H. £t al
THE AJfflERST SECONDARY SCHOOLS; AN
EVALUATION REPORT, School of Education, University of
Massachusetts, 1968, I^.
,

.

Gagne, R. M.
THE CONDITIONS OF LEARNING.
Rinehart & Winston, 1965.

New York; Holt,

Gagne, R. M. (Ed.) LEARNING AND INDIVIDUAL DIFFERENCES.
Columbus, Ohio: Charles E. Merrill Books, 1967.

Gibson, G.

Aptitude tests.

DEMOGRAPHY.
Glass, D. V.
Press, 1957.

SCIENCE, 1965, 149

.

583.

Deventer, Holland: UNESCO - Ysel

COMPENSATORY EDUCATION FOR THE
Gordon, E. , & Wilkerson, D.
DISADVANTAGED. New York: College Entrance Examination
Board, 1966.
The higher education of the disadvantaged.
DIMENSIOixS IN HIGHER EDUCATION, 1967, 28.

Gordon, W. W.

Science or Propaganda.
Gottesman, I. I.
1963a, 1, 381-382.

NEW

CONTEMPORARY PSYCHOLOGY,

Gottesman, I. I. Personality and natural selection. In S. G.
Vandenberg (Ed.), METHODS AND GOALS IN HUMAN BEHAVIOR
GENETICS. New York: Academic Press, 1965, 63-80.

99

Gottesman, I. I.
Bipgenetics of race and class. In Deutsch, M.
Katz, I., and Jensen, A. (Eds.).
SOCIAL CLASS, RACE, AND*’
PSYCHOLOGICAL DEVELOPMENT. New York: Holt, Rinehart &
Winston, 1968.

Grossack, M. (Ed.). MENTAL HEALTH AND SEGREGATION.
Springer, 1963, 18-29.

New York;

Guilford, J. P.
FUNDAMENTAL STATISTICS IN PSYCHOLOGY AND EDUCATION.
New York: McGraw-Hill, 1965.
Hare, N.
THE BLACK ANGLO-SAXONS.
1965.

New York: Marzani & Munsell

Hare, N.
Black invisibility on white campuses.
1969, 5, 39-43.

NEGRO DIGEST,

Hare, N.
It is the responsibility of the vanguard to educate by
example. RAIIPARTS, July, 1969, 54-59.

Hawks, L. J.
CERTAIN RELATIONSHIPS BETWEEN SCHOLARSHIP IN HIGH
SCHOOL AND IN COLLEGE.
Baltimore: The Johns Hopkins Press,
1931.
Hays, W. L.
STATISTICS FOR PSYCHOLOGISTS.
Rinehart & Winston, 1963.
Hohn, F. E.
ELEMENTARY MATRIX ALGEBRA.
1965, 103-105.

New York: Holt,

New York: MacMillan,

Hunt, J, M.
Environment, development, and scholastic achievement.
In Deutsch, M.
(Eds.), SOCIAL CLASS, RACE, AND
PSYCHOLOGICAL DEVELOPMENT. New York: Holt, Rinehart &
Winston, 1967.

^

Hunt, J. M. Has compensatory education failed? Has it been
accepted? HARVARD EDUCATIONAL REVIEW, 1969, ^(2).

Hutchinson, T. E. Level of aspiration and
applicable to the problem of refining
development: logic and implications.
DISSERTATION, Harvard Graduate School

statistical models
choice bases for career
UNPUBLISHED DOCTORAL
of Education, 1969.

Ingle, D. J.
Racial differences in intelligence and ability
should b«_ investigated rather than assumed to exist.
SCIENCE, October, 1964.

Jackson, D. N. , & Messick, S. PROBLEMS IN HUMAN ASSESSMENT.
New York: McGraw-Hill, 1967.

100

Jeffers, C.
1967 •

LIVING POOR.

Ann Arbor, Michigan: Ann Arbor Publishers,

Jenkins, J. J., & Paterson, D. S. (Eds.). STUDIES IN
INDIVIDUAL
DIFFERENCES. New York:Appleton-Century-Crof ts 1961.
,
Jensen, A. R.
e^ al
SOCIAL CLASS, RACE, AND PSYCUOLOGICiVL
DEVELOPMENT. New York: Holt, Rinehart N Winston, 1968.
,

.

Jensen, A. R. How much can we boost IQ and scholastic achievement? HARVARD EDUCATIONAL REVIEW, 1969, ^(IK
(a)

Jensen, A. R.
A reply.

Reducing the heredity— environment uncertainty:
HARVARD EDUCATIONAL REVIEW, 1969, 39(3).
(b)

John, V. P. The Intellectual development of slum children.
JOURNAL OF ORTHOPSYCHIATRY, 1963, 33 , 812-822.

Jones, B. F. James Baldwin: The struggle for identity.
JOURNAL OF SOCIOLOGY, 1966, j^, 107-121.

JOURNAL OF NEGRO EDUCATION.
JOURNAL OF SOCIAL ISSUES.

1968,

BRITISH

(37).

1969, 25(3), 1.

Julius, M. A. Comparison of the dimensions of relationship orientation of counselors, teachers, and administrators, both experienced and inexperienced as indicated by the ratings of the
Wisconsin Counselor Education Selection Interview. UNPUBLISHED
DOCTORAL DISSERTATION, University of Wisconsin, 1967.
Kagan, J. S.
Inadequate evidence and illogical conclusions.
HARVARD EDUCATIONAL REVIEW, 1969, 29(2).

Kardiner, A., & Ovesey, L.
World Book Co., 1962.

THE MARK OF OPPRESSION.

Cleveland, Ohio:

Karon, B. P. THE NEGRO PERSONALITY: A RIGOROUS INVESTIGATION OF THE
EFFECTS OF CULTURE. New York: Springer, 1958.
Katz,

I.
The effects of training Negroes upon cooperative problem
solving in biracial teams. JOURNAL OF ABNORMAL AND SOCIAL
PSYCHOLOGY, 1962, 6^, 319-325.

Katz, I.
Efft.v,ts of anxiety, threat, and racial environment on
task performance of Negro college students. JOURNAL OF ABNOPvMAL
SOCIAL PSYCHOLOGY, 1963, 66, 562-567.

Katz,

I.
Review of evidence relating to effects of desegregation
on the intellectual performance of Negroes. AMERICAN
PSYCHOLOGIST, 1964, 19., 381-399.

101

Katz, I.
Effects of difficulty, race of administrator, and
instructions on Negro digit-symbol performance. JOURNAL
OF
PERSONALITY AND SOCIAL PSYCHOLOGY, 1965, 70, 53-59.

Katz, I.

Academic motivation.

HARVARD EDUCATIONAL REVIEW, 1968,

Kelly, F. J., Beggs D. L. McNeil, K. A., Eichelberger T.,
Lyon, J.
RESEARCH DESIGN IN THE BEHAVIORAL SCIENCES:
MULTIPLE REGP>.ESSION APPROACH. Carbondale Illinois:
Southern Illinois University Press, 1969.
,

,

,

&

,

Kendrick, S. A. The coming segregation of our selective colleges.
COLLEGE BOARD REVIEW, 1968, Winter (66), 6-13.

Kennedy, W. , Van Deriet, V., & White, J. A normative sample of
intelligence and achievement of Negro elementary school
children in the southeastern United States. MONOGRAPHS OF
THE SOCIETY FOR RESEARCH IN CHILD DEVELOPMENT, 1963,
(6).

Kerlinger, F. N.
FOUNDATIONS OF BEHAVIORAL RESEARCH.
Holt, Rinehart & Winston, 196A.

New York:

Kilpatrick, J. J. Back to segregation by order of the courts.
NATIONAL REVIEW, June 16, 1970, 611-626.
Kilson, M. Realism in Afro-American studies. BLACK STUDIES MYTHS
AND REALITIES. New York: A. Philip Randolph Educational Fund,
1969.

King, M. L. Jr. THE TRUMPET OF CONSCIENCE.
Press, 1968.
,

DEATH AT AN EARLY AGE.

Kozol, J.

New York: Association

Boston: Houghton Mifflin Co., 1967.

Kramer, S. Behavioral science and human biology in medicine.
(Parts I & II).
THE NEW PHYSICIAN, 1969,

Kvaraceus, W.

C.

NEGRO SELF CONCEPT.

New York: McGraw-Hill, 1963.

Kvaraceus W. G. Disadvantaged children and youth: Programs of
promise or pretense? PROCEEDINGS OF THE 17th ANNUAL STATE
CONFERENCE ON EDUCATIONAL RESEARCH. California Advisory
Council on Educational Research, Burlingame: California
Teachers’ Association, 1965.
,

Kvaraceus, W. C. , Gibson, J. S., & Curtin, T. J. POVERTY,
EDUCATION AND RACE RELATIONS: STUDIES & PROPOSALS. Boston:
Allyn & Bacon, 1967.

102

Lacy, L. A.

THE RISE AND FALL OF A PROPER NEGRO.
Macmillan Co., 1970.

New York:

Lao, R. C.
Internal-external control and competent and innovative behavior among Negro college students. JOURNAL OF
PERSONALIfY AND SOCIAL PSYCHOLOGY, 19?0,
(3).
Lee, E. S.

Negro intelligence and selective migration. In
Jenkins, J. J., 5, Paterson, D. S. (eds.), STUDIES IN
INDIVIDUAL DIFFERENCES. New York: Appleton-Century-Crof ts
1961, 669-676.

Lee, E. S.

A theory of migration.

DEMOGRAPHY, 1967, 2. 45-57.

Lerner, M. AMERICA AS A CIVILIZATION.
Schuster, 1959.
May, E.

THE WASTED AMERICANS.

MacKinnon,

W.

D.

New York: Simon

New York: Harper

& Row,

&

1964.

The nature and nurture of creative talent.
17., 484-495.

AMERICA!^ PSYCHOLOGIST, 1962,

McClelland, D. C.
STUDIES IN MOTIVATION.
Century-Crof ts Inc., 1955.

New York: Appleton-

,

McKendall, B. W.
McNemar, Q.

Risk students for Colleges.

PSYCHOLOGICAL STATISTICS.

URBAN WEST, 1968.

New York: John Wiley &

Sons, 1962.

Mead, M.
Dobzhansky, T. , Tobach, & Light (eds.), SCIENCE AND
THE CONCEPT OF RACE. New York: Columbia University Press,
1968.
,

Metcalf, G. R.

BLACK PROFILES.

New York: McGraw-Hill, 1968.

Milner, E. A study of the relationship between reading readiness
in grade 1 school children and patterns of parent-child
interaction. CHILD DEVELOPMENT, 1951, 22(2), 95-112.
Miller, D. M. , & O’Connor, P. Achiever personality and academic
success among disadvantaged college students. THE JOURNAL
OF SOCIAL ISSUES, 1969, 25(3), 103-116.
lazoo ... Notes on survival.
Morris, W.
June, 1970, 43-50.

HARPER’S MAGAZINE,

Moynihan, D. P. Sources of resistance to the Coleman Report.
HARVARD EDUCATIONAL REVIEW, 1968, 38(1).

Kevins, A. The Black's past in chiaroscuro.
August 23, 1969.

SATURDAY REVIEW

Newell, J. M. Performance by high and low risk college freshmen
on measures of creativity. Washington, D.C.: Office of
Education (DHEW) . Bureau of Research, 1969. BR-5-8201.

Nunnally, J. C.

PSYCHOMETRIC THEORY.

New York: McGraw-Hill, 1967

Padnos, B. N.
Pyrolytic dehydrof luorination of 1 ,1-Dif lueroethane
DOCTORAL DISSERTATION TO BE PUBLISHED, North Carolina State
University at Raleigh, 1970.

Parker, S., & Kliener, R. J. MENTAL ILLNESS IN THE URBAN NEGRO
COMMUNITY. New York: Free Press, 1965.
Parker, S., & Kliener, R. J.
Characteristics of Negro mothers in
single-headed households. JOUPvNAL OF MARRIAGE AND THE
FAMILY, 1966, 28, 507-513.

Parsons, T. , & Clark, K. B. (Eds.), THE NEGRO AMERICAN.
Beacon Press, 1967, 711-81A.

Boston:

Passow, H. A. (Ed.), EDUCATION IN DEPRESSED AREAS.
New York Teacher's College, 1962, 109-131.

New York:

Pettigrew, T. R. A PROFILE OF THE NEGRO AMERICAN.
New Jersey: Van Nostrand, 1964.
(a)

Princeton,

Pettigrew, T. R. Negro American personality. THE JOURNAL OF
SOCIAL ISSUES, 1964, ^(2), 1-129.
(b)
Pettigrew, T. R.
38,

Race.

HARVARD EDUCATIONAL REVIEW, 1968,

(1).

Pinderhughes T. R. Special Issue: Black America 1970.
April 6, 1970, 64.
,

TIME,

EDUCATIONAL STATISTICS USE AND INTERPRETATION.
Popham, W. J.
New York: Harper & Row, Publishers, 1967.
Rainwater, L. AND THE POOR GET CHILDREN: SEX, CONTRACEPTION, AND
FAMILY PLANNING IN THE WORKING CLASS. Chicago: Quadrangle
Books, 1*^60.
Should ghettoese be accepted?
Raspberry, W.
1970, 59(4).

TODAY'S EDUCATION,

THE CULTURALLY DEPRIVED CHILD.
Reissman, F.
Harper & Row, 1962.

New York:

104

Reissman, F. Cohen,. J., & Pearl, A. (Eds.), MENTAL HEALTH
OF THE POOR. New York: Free Press, 1964.
,

Reissman, F. Teachers of the poor: A five point plan.
PROCEEDINGS OF THE 17TH AIJNUAL STATE CONFERENCE ON
EDUCATIONAL RESEARCH, California Advxsory Council
on Educational Research. Burlingame: California Teachers'
Association, 1965.
Roberts, S. 0.
STUDIES IN IDENTIFICATION OF COLLEGE POTENTIAL.
Nashville: Fisk University Press, 1962.
Rose, A.

THE NEGRO IN AMERICA.

Boston: Beacon Press, 1956.

Rosenberg, M.
SOCIETY AND THE ADOLESCENT SELF-IMAGE.
New Jersey: Princeton University Press, 1965.

Princeton,

Rosenthal, R. , & Jacobson, L. Teachers' expectancies: Determination of pupils' IQ gains. PSYCHOLOGICAL REPORTS, 1966,
19, 115-118.
Samuels, H.
1969.

How to even the odds.

SATURDAY REVIEW, August 23,

Saunders, D. R. Moderator variables in prediction.
AND PSYCHOLOGICAL MEASUREMENT, 1956.

EDUCATIONAL

THE INFLUENCE
& Herskovits, M. J.
Segall, M. H., Campbell, D. T.
Indianapolis: BobbsOF CULTURE ON VISUAL PERCEPTION.
Merrill, 1966.
,

Comparative and developmental study
Semler, I. J.,.& Iscoe, I.
of the learning abilities of Negro and white children under
four conditions. JOURNAL OF EDUCATION PSYCHOLOGY, 1963,
54, 38-44.
Silberman, C. E. CRISIS IN BLACK & WHITE.
Books, 1964.

New York: Vintage

Bi-dialectalism: The linguistics of white supremacy.
Sledd, J.
ENGLISH JOURNAL, December, 1969.
The black studies graduate in the "real world."
(9), 767.
PERSONNEL AND GUIDANCE JOURNAL, 1970,

Smith, W. D.

PREDICTING COLLEGE GRADES OF
Stanley, J. C. & Porter, A. C.
NEGROES VERSUS WHITES. Madison, Wisconsin: Department of
Education Psychology, University of Wisconsin, 1966.

105

Sutton-Smith, B. and- Rosenberg B. G.
Holt, Rinehart & Smith, 1970.
,

THE SIBLING.

New York:

Thomlinson, R. DEMOGRAPHIC PROBLEMS. Belmont, California;
Dickenson Publishing Co., 1967, 1-113.
TIME, April 6, 1970.

Special Issue

Black America 1970.

Turner, C. B. THE ALIENATION INDEX INVENTORY. Unpublished Scale.
Amherst: University of Massachusetts, 1968.
Turner, C. B. THE COUNSELING Al^D TUTORIAL PROGRAJI OF THE COMtllTTEE
FOR THE COLLEGIATE EDUCATION OF BLACK STUDENTS (CCEBS)
ANNUAL
REPORT OF THE CCEBS COMMITTEE. Amherst, Massachusetts:
Department of Psychology, University of Massachusetts, 1970.
.

Tyler, L. E. THE PSYCHOLOGY OF HUMAN DIFFERENCES.
Appleton-Century-Crof ts 1965.

New York:

,

UNITED STATES COMMISSION ON CIVIL RIGHTS. Racial Isolation in the
Public Schools, Washington, D. C., 1967.

UNIVERSITY OF MASSACHUSETTS.

News Release Sunday, October 20,

1969.

Vandenberg, S. G. (Ed.), METHODS AI'JD GOALS IN HUMAN BEHAVIOR.
GENETICS. New York: Academic Press, 1965.
Vontress, C. E. The negro personality reconsidered.
NEGRO EDUCATION, 1965,
210-217.
(a)

JOURNAL OF

Vroman, C. Guidelines for action programs for colleges and
secondary schools in meeting the needs of students with
college aptitude from disadvantaged environments. BROCHURE
BY THE COMMITTEE IN THE NORTH CENTRAL ASSOCIATION OF COLLEGES
AND SECONDARY SCHOOLS. Ann Arbor, Michigan: University of
Michigan, 1970.

Webster, S. W. (Ed.), THE DISADVANTAGED LEARNER.
Chandler, 1966.

San Francisco;

Some effects of social class
Whiteman, M. , Brown, B., & Deutsch, M.
and race on children's language and intellectual abilities.
THE DISADVANTAGED CHILD. New York: Basic Books, 1967, 319-335.

Wilkerson, D. A. The college assistance program - 1964-66.
Description and appraisal. NATIONAL SCHOLARSHIP SERVICE AND
FUND FOR NEGRO STUDENTS. New York: November 1967. BR 7-8090.

106

Wilson, A. B.

Social stratification and academic achievement.
In A. H. Passow (Ed.), EDUCATION IN DEPRESSED
AREAS.
New York: Teachers College. Columbia University
Press
1963, 217-235.

Wilson, K. M. Black students entering CRC colleges:
Their
characteristics and their first-year academic performance.
Poughkeepsie, New York: College Research Center, Vassar
College, 1969. Research Memorandum 69-1.
Young, W. M. , Jr. The split-level challenge.
August 23, 1964.

SATURDAY REVIEW

’

YOUTH IN THE GHETTO. New York: Harlem Youth Opportunities
Unlimited, 1964.
Zimiles, H. The disadvantaged child.
1969, 39(1).

HARVARD EDUCATIONAL REVIEW

